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ABSTRACT
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Providence College
M . l,d
.
,
University of Massachusetts, Amherst
C.A.G.S., University of Massachusetts, Amherst
Ed.D., University of Massachusetts, Amherst
Directed by: Professor Gerald Weinstein
This investigation focused on humanistic teacher behavior
and the value of training public school administrators in
recognizing these types of behaviors. The study sample is the
elementary teachers and principals of a small Western Massa-
chusetts public school system, all of whom were involved in a
Title III Project in Humanistic Education.
The study first examines classroom observation reports
made by four elementary principals to determine evidence of
reported humanistic teacher behaviors in a year (1971-72) when
neither teachers nor administrators had exposure to humanistic
education
.
Secondly, during the next year (1972-73), when both teachers
and administrators experienced equal training in humanistic
educat ion, evidence of reported humanistic teacher behaviors was
compared, quantitatively, to that of the first year of study.
During the third year (1973-74) of the study when teachers
and administrators had received equal training in humanistic
education and the administrators received additional training
in identifying humanistic teacher behaviors, evidence of reported
v
.n
humanistic teacher behaviors was compared, quantitatively,
to that of the second and the first year of the project.
finally, the study examines possible relationships
between reported teacher behaviors and teacher experience i,
each of the three project years.
Three raters studied a manual, prepared by the author,
to familiarize themselves with both the criteria used in
identifying a humanistic teacher behavior and sample of be-
haviors classified under each criteria. A random sample of
65 administrative, evaluative statements was rated on three
separate occasions in order to determine reliability among
the three raters. The percentage of first-run reliability
among the raters showed an unsatisfactory reliability of 46.1
percent
.
Raters were interviewed, by the author, upon completion
of the first run, to determine whether or not difficulties had
arisen in the interpretation of the manual. After comparing
comments made by the three raters, several suggestions were
added to the manual in preparation for the second run. The
percentage of agreement among the raters for the second run
showed a satisfactory reliability of 78.4 percent. The per-
centage of agreement among the raters for the third run showed
a satisfactory reliability of 76.9 percent.
Reliability having been established among the raters, a
300 statement sample was distributed to the raters in order that
determinations be made concerning ten hypotheses. A random
sample of 100 statements was given the raters for each of the
three years of the study.
vi
Teacher behaviors reported by administrators in the
public school system used in this study fall into two
classifications—observations and recommendations. These two
classifications are considered throughout the study to explore
any relationships between the classifications and identified
humanistic teacher behaviors.
It was found that there was a significant increase in the
number of humanistic teacher behaviors observed from 1971-72
to 1972-73 (p < .05). From 1972-73 to 1973-74, however, there
was no significant increase. Comparing the 1971-72 school
year and the 1973-74 school year, an increase was found and it
was significant (p < .01).
The number of humanistic teacher behaviors that were
identified by observation increased significantly from 1971-72
to 1972-73 (p < .05), but the increase in the identified be-
haviors by observation from 1972-73 to 1973-74 was found to be
non-significant. The increase in humanistic teacher behaviors
identified by observation from 1971-72 to 1973-74 was found to
be significant (p < .01).
The number of humanistic teacher behaviors identified by
recommendation did not increase significantly from 1971-72 to
1972-
73 nor did it increase significantly from 1972-73 to
1973-
74. There was also no significant increase in the same
classification from 1971-72 to 1973-74.
The entire three years of the study were looked at to
determine if the proportions of identified humanistic teacher
behaviors were equal to or different from each other. Increases
Vll
m the proportions were found and these increases proved to
be significant (p .025).
Finally, total humanistic teacher behaviors for each of
the three school years were then identified as having been
performed by a teacher with more or less than 10 years experi
ence. This determination shows, using percentage, a positive
relationship between humanistic teacher behavior and teachers
with more than 10 years experience.
viii
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1CHAPTER I
INTRODUCTION
For the school to be a healthy environment for growing
children there must be a change in the concept of how this
institution shall serve society through the children it
educates. Its goals must be not only achievernent--but
personality development, not only competence but ego strength,
not only intellectual power but self-understanding and feel-
ings of self-worth, not only adaptability but individuality,
not only accomodation but initiative.
The changes to be enacted involve all aspects of the
school milieu curriculum, teaching methods, teacher-child
relations, administrative practices, and architectual design
(Recommendations about Mental Health and Schools from Report on
the Joint Commission on Mental Health of Children, 1971).
Education has, of course, been the subject of criticism
for some time now, but the nature of the criticism has
changed. While there are still those who are concerned about
the failures of the schools to foster desired levels of aca-
demic achievement in children, the brunt of the recent criti-
cism can be summed up in the accusation that the schools are
inhuman, that they are unfit environments for children to live
in (Patterson, 1971). As Silberman (1970) points out, "The
approach to instructional technology that most researchers are
following is likely to compound what is wrong with American
2education failure to develop sensitive, autonomous,
thinking, humane individuals."
Teachers too often have ignored the emotional aspect
of learning. Although there has been much educational talk
of "helping the child understand himself," very few curri-
culum reform efforts have given their attention to coming
up with structures and procedures that would confront these
issues directly. Recent and rare efforts are recognizing
the importance of the student's emotional life (Montague
Curriculum of Affect for Responsive Education, Philadelphia
Affective Project, Fall River Affective Project). These
efforts have denounced the so called learning theory which
is based almost entirely on def icit--mot ivation with goal
objects usually external to the organism (Maslow, 1970)
Alschuler, 19 7 0 ) . John Holt ( 1964 ) has written: "There must
be a way to educate children so that the great human qualities
that we know are in them may be developed.
"
Humanistic Education is one such effort which stresses
the child's emotional growth as well as his intellectual
development. Within this effort, educators are realizing
that how one goes about teaching is very closely related to
what one tries to teach. An educator who is going to help a
child come to value his total response--: ntellectual
,
physi-
cal and emotional must consciously value, understand, and
practice such a response (Brown, 1971) (Jersild, 1955).
3Curriculum has been developed which does not simply
stress the acquisition of knowledge but intends to promote
psychological growth as well. However, such curricular
factors are insignificant without specific teacher behav-
iors which are necessary for establishing a climate conduc-
tive to positive student/teacher attitudes toward these
curricular factors (Brown, 1971) (Borton, 1970).
"The transition from a cognitively-based, factually-
oriented system to one that appreciates and utilizes affec-
tive processes in achieving its goals presents a challenge
to educators and educational researchers at all levels."
(Rubenstein, 1969). In its recommendations to public
school systems attempting such transition, the Joint Com-
mission on Mental Health of Children (1971) stated that
federal grants to public school systems should be made pre-
ferentially to programs undertaking responsibility for
affective goals as integral to the educative process. They
further advocate that in future legislation, school systems
should be guided by these criteria and the same criteria
should be employed in evaluation projects.
A small Western Massachusetts, rural community received
such funding for its public elementary schools in August of
1972. The project, entitled Curriculum of Affect for Respon -
sive Education (C.A.R.E.), was actually preceded by teacher
training in Humanistic Education in 1971, when this school
4system first became affiliated with the Center for Human-
istic Education at the University of Massachusetts. The
Center had developed Humanistic Education curriculum as
part of a grant from the Tord Foundation under the direc-
tion of Professor Gerald Weinstein, and this school system
was one of several using the curriculum on a limited basis.
Several components of this project have been evaluated
by project staff including an examination of teacher be-
havior and student self-concept (Wightman, 1973) (Mulcahey,
1974), and parent perceptions of humanistic education in
relation to their children (Jones, 1974).
In both its 1973 and 1974 evaluation of the attempted
transition in this school system, the Massachusetts Title
III Evaluation Team from Boston made identical recommenda-
tions concerning the future of the transition. Specifically,
if the transition is to be effectively implemented, then
it must be assessed at various periods of its development
and reacted to by people with power to sustain or alter its
course
.
This investigator attempts to look at another component
of the project which was not implemented until the 1973-74
school year--the addition of an eight session course for
local administrators designed to give them additional train-
ing in evaluating teachers' competence in teaching humanistic
educat ion
.
5The Purpose of the Study
The major purpose of this study is to determine whether
administrators have the ability and willingness to identify
certain teacher behaviors when evaluating. Teacher be-
havior observed by administrators prior to the administrator's
training will be compared to observed teacher 'behavior
reported during and following the training. The study
examines the relationship between teacher experience and
identified teacher behavior.
Recommendations for improving administrative training
are suggested. Finally, recommendations for further research
are suggested in the training of evaluators in identifying
certain teacher behaviors.
Definition of Terms Used in the Study
Humanistic Education is an attempt at the development
of self-actualizing persons. (Patterson, 1971).
Psychological Education is an attempt to promote psycho-
logical growth directly through educational courses.
(Alschuler, 1969).
Identity is a sense of self-valuing
,
self-concept and
self-esteem.
Connectedness is a sense of interpersonal competencies
of an individual in the dynamics of interpersonal experience.
Power is a sense of agency of personal competency in
goal setting and achievement motivation. (Weinstein, 1972).
6Humanistic Tea che r Behavior
, in the instructional
setting, is aimed at permitting, encouraging and extending
the student's ability to be an independent, self-directed
,
responsible person. It is intended to inspire and aid stu-
dents m their effort to develop those human qualities which
they possess: thinking, feeling, valuing, and symbol
creating. (Macdonald, 1969 )
.
For the purpose of the present study, criteria are
established in order that assessments be made concerning
teacher behaviors and their validity in terms of meeting the
definition of a humanistic teacher behavior. All humanistic
teacher behaviors in this, study will be validated according
to the following criteria.
Criteria for Determining Humanistic Teacher Behavior
Evelyn Seiburg's dimension of interpersonal confirmation
was chosen to categorize what elements must be in order the
teacher behavior be defined as humanistic. Seiburg provided
the clearest and most independent classifications know to this
author
:
1. Recognizes the existence of the other person--t eacher
behavior is subjective, open and receptive. The teacher is
willing to stay with students' concerns, attend well with eye
contact, and avoid putting words in the mouths of students.
2. Discloses own af fect--teacher behavior is such
that the student has access to the thoughts, values, and
acts of the teacher in a threat-free atmosphere.
7Teacher is aware of his feel in° j- Li iigs ana can communicate
them.
3. Accepts totally what a student says--t eacher
behavior is such that what is said is accepted as in-
dividual and unique for each student.
4. Remains connected with what has been said--
teacher behavior is not token acceptance of communicated
concern or interest, but perceivable, genuine concern.
(Seiburg, 1974).
Significance of the Study
Public School Systems attempting to integrate affec-
tive concerns into long established curricula is a
comparatively new venture with many roadblocks inherent in
the intervention processes. Little research has been
published concerning the implementation of affective strat-
egies into the daily curriculum of public school systems.
Some research has recently been completed investigating
the ESEA, Title III, Project C.A.R.E., in a small, rural
Western Massachusetts community. These investigations have
focused only on teacher and parent perceptions of humanistic
education, student growth in terms of self-esteem, and
teacher training programs.
Most Federal money which is available for ventures into
the affective domain is labeled "seed money" and is designed
to establish and promote programs, and disseminate findings
8subsequent to one or two years operation. Grants are in
no way intended to support on-going federally funded
administrative efforts in lieu of local monies or adminis-
tration.
Ihis study is of importance as it provides additional
research focusing on the ability of indigenous leadership
to recognize humanistic teaching behavior as a direct
result of an administrative seminar conducted by "seed
leadership." Findings may suggest future use of such an
administrative seminar in similar efforts. They may indicate
needed changes in the seminar.
Many teachers in public education react favorably to
curricular innovations presented by federal funding but
often feel local administrators do not fully understand the
effort and, therefore, cannot evaluate individual efforts
accurately. That a local administrator cannot reinforce solid
humanistic teacher behavior, be a leader in developing
further curricula, and assess student and teacher growth
without first being able to identify humanistic behavior is
one important inherent in the design of this effort.
This investigation will aide in the insuring of Project
C.A.R.E.'s continuance, as the effective transfer of leader-
ship from project staff to local administrators must be
genuinely apparent to all.
9The Center for Humanistic Education at the Univer-
sity of Massachusetts will find value in this study as
it will provide data important to future long-range
efforts in other school districts.
Ihose federal agencies involved in the initial fund-
ing of such efforts, and in particular Title III of the
Elementary and Secondary Education Act of 1965, will
receive valuable data about a very important aspect of
their funding design local take-over of programs with
minimal loss of quality and effectiveness.
Finally, findings may be disseminated to other school
districts, and, in particular, those demographically
similar districts attempting curricular reform in the
affective domain.
Approach of the Study
Formal, written, teacher evaluation reports will be
examined from a sample of 40 elementary teachers trained
in humanistic education under Project C.A.R.E. Written
comments made by local administrators in two years prior
to the administrative seminar designed to train adminis-
trators in identifying humanistic teacher behaviors will
be quantitatively compared to comments made during the year
of the seminar.
Raters will be trained with hypothetical lists contain-
ing comments concerning teacher behaviors. A percentage
10
of these comments will contain humanistic teacher be-
haviors and will be identifiable by validation through
four criteria.
Quantitative incidence of identified humanistic
teacher behaviors will be listed and comparisons effected
between the two school years preceding the seminar and
the school year containing the seminar.
Data will be analyzed guiding this investigator in
drawing conclusions and making recommendations.
Limitations of the Study
1. No research has been done to measure what effect
the teacher training had on local administrators (princi-
pals ) .
2. Due to the uniqueness of this project in its geo-
graphic region (Franklin County, Massachusetts) no attempt
was made' to formulate a control group of principals from
other districts.
3. The study is limited to three years of teacher/
administrative relationships. The first year in which
neither’ teachers nor administrators were exposed to human-
istic education; the second year in which both teachers and
administrators experienced equal exposure to humanistic
education focusing on teaching behavior. The third year in
which both teachers and administrators received equal
11
exposure to training m teaching behaviors but an added
administrative component was offered to the four princi-
pals
.
4 * The ciuality of the project staff and financial
implications may limit such efforts to public school
districts fortunate enough to receive external, initial
funding, i.e.
,
federal monies.
The study attempts to determine the .ability of
the local leadership to recognize humanistic teacher be-
haviors in comparison to two previous years where no adminis-
trative training was available. Teachers may not have
approached an efficiency level where their humanistic
teacher behaviors were readily observable until the third
year studied.
6. Ihe study is limited to the perceptions of only
four elementary principals who have been with the project
since its inception.
7. Evaluation forms used by the principals are of a
narrative type and allow for the whims of the evaluator to
identify such behavior in written form.
Organization of the Study
A review of the literature is presented in Chapter II
which deals with two major foci: Administrative as well
as teacher attitudes and behaviors are explored in relation
to the nature and goals of humanistic education. The
12
educational philosophy behind psychological education is
reviewed and humanistic teacher behaviors are further
defined. Secondly, the area of supervisory, evaluative
practices is presented in terms of philosophy, procedure,
and effect. Existing studies in these areas are investi-
gated to both aid this investigator by their significance
and encourage him because of their limitations. Chapter
III describes a training process for raters necessary for
the accurate, unbiased evaluation of data. All populations
involved in the study are described in this chapter as
well as the demographic characteristics of the school
district. The design for organizing, treating, and analy-
zing data is explained here. The analysis of the data and
subsequent findings are offered in Chapter IV. Chapter V
includes a summary of the study, recommendations for
further research and implications for action.
The hypotheses which have guided the conduction of
this study and subsequent determinations are as follows:
Hypothesis #1
In an environment in which both teachers and adminis-
trators have been exposed to an equal amount of training in
psychological education, there will be a significant dif-
ference between the number of humanistic teacher behaviors
identified by administrators' evaluative comments and the
number of humanistic teacher behaviors, similarly identified
13
m a previous year in which neither teachers nor administra-
tors were exposed to training in psychological education.
Hypothesis it 2
In an environment in which administrators have an
additional training component specifically dealing with
supervisory behavior and psychological education, there will
be a significant difference between the number of humanistic
teacher behaviors identified by administrators' evaluative
comments and the number of humanistic teacher behaviors,
similarly identified in a previous year in which both
teachers and administrators had been exposed to an equal
amount of training in psychological education.
Hypothesis //
3
In an environment in which administrators have an addi-
tional training component specifically dealing with supervisory
behavior and psychological education, there will be a signifi-
cant difference between the number of humanistic teacher
behaviors identified by administrators' evaluative comments
and the number of humanistic teacher behaviors, similarly
identified in a previous year in which neither teachers nor
administrators were exposed to training in psychological
education
.
Hypothesis II- 4
In an environment in which both teachers and adminis-
trators have been exposed to an equal amount of training in
psychological education, there will be a significant difference
between the number of humanistic teacher behaviors identified
14
by administrators 1 evaluative observational comment,
and the number of humanistic teacher behaviors, similar!
identified in a previous year in which neither teachers
y
nor administrators were exposed to training in psycho-
logical education.
Hypothesis // 5
In an environment in which administrators have an addi-
tional training component specifically dealing with super-
visory behavior and psychological education, there will be
a significant difference between the number of humanistic
teacher behaviors identified by administrators' evaluative,
observationa] comments and the number of humanistic teacher
behaviors, similarly identified in a previous year in which
both teachers and administrators had been exposed to an
equal amount of training in psychological education.
Hypothesis #6
In an environment in which administrators have an addi-
tional training component specifically dealing with super-
visory behavior and psychological education, there will be a
significant difference between the number of humanistic
teacher behaviors identified by administrators' evaluative,
observat ional comments and the number of humanistic teacher
behaviors, similarly identified in a previous year in which
neither teachers nor administrators were exposed to training
in psychological education.
15
Hypothesis //
7
In ** environment in which both teachers and adminis-
trators have been exposed to an equal amount of training in
psychological education, there will be a significant dif-
ference between the number of humanistic teacher behaviors
identified by administrators' evaluative, recommendation
comments and the number of humanistic teacher behaviors,
similarly identified in a previous year in which neither
teachers nor administrators were exposed to training in
psychological education.
Hypothesis $8
In an environment in which administrators have an addi-
tional training component specifically dealing with supervisory
behavior and psychological education, there will be a signifi-
cant difference between the number of humanistic teacher be-
haviors identified by administrators' evaluative, recommenda -
^ i°n comments and the number of humanistice teacher behaviors,
similarly identified in a previous year in which both teachers
and administrators had been exposed to an equal amount of
training in psychological education.
Hypothesis //
9
In an environment in which administrators have an addi-
tional training component specifically dealing with super-
visory behavior and psychological education, there will be a
significant difference between the number of humanistic
teacher behaviors identified by administrators' evaluative,
recommendat ion components and the number of humanistic teacher
16
behaviors
, similarly identified m a previous year in which
neither teachers nor administrators
in psychological education.
Hypothesis #10
were exposed to training
In an environment in which both teachers and adminis-
trators have been exposed to an equal amount of training in
psychological education and the administrators have an addi-
tional training component specifically dealing with super-
visory behavior and psychological education, there will be
an increase in the proportion of humanistic teacher behaviors
identified by the administrators over a three year period.
17
CHAPTER II
REVIEW OF THE LITERATURE
The review of the literature is divided into three parts:
Part 1 considers theory and practice of classroom observations
by administrators. Part II deals with definition and enumera-
tion of humanistic teacher behavior. Part III gives support
to the criteria used by raters in this study to identify
11111113.11131110 teacher behaviors.
Part I
Classroom Observation by Administrators
There is general agreement among educators that the most
important purpose for evaluating teaching is to improve instruc-
tion (Heald and Moore, 1968). Evaluation of instruction is
required before systematic improvement can occur. It is neces-
sary to establish a starting point from which to work. As
Heald and Moore (1968, p. 189) state, "The routes to a particu-
lar end vary according to the point of origin and it should be
one purpose of evaluation programs to establish these points."
Direct measurement of teacher behavior is the assessment of
a teacher's performance as he attempts to influence learner
development within an instructional setting. This form of
assessment employs measures ranging from highly systematic tech-
niques (e.g., regulated observations by trained observers) to
less systematic techniques (e.g., casual observations by un-
trained observers) and self-evaluation techniques (Bolton, 1973).
18
Measures in a systematic observation procedure are designed
to minimize the influence of observer bias. These measurement
techniques are characterized by prior analysis of the criterion
behaviors, clearly defined behavior category dimensions, use of
an observational record for recording purposes, establishment
of interrater and intrarater reliability, and intensive train-
ing of the observers in observational and recording techniques
(Medley and Mitzel, 1963; Simon and Boyer, 1967-70).
Systematic observational techniques generally are catego-
rized as either single-factor systems or multiple-factor systems
(Medley and Mitzel, 1963). The distinction is that they are
intended to focus either on
. one aspect of the teacher's be-
havior at a time (e.g.
,
the number and type of questions trans-
mitted between teachers and pupils and the changes in the
instructional setting during a given lesson) (Rosenshine, 1970).
The use of systematic observational procedures for studying
teacher effectiveness dates back to a study by A. S. Barr
reported in 1929, Characteristic Differences in Teaching Per -
formance of Good and Poor Teachers of the Social Studies (Barr,
1929 ) .
Before the 1950' s, many of the studies using direct techniques
took the form of supervisors' check lists designed to rate teachers
rather than to study teaching (Kliebard, 1966). The most exten-
sive use of systematic observation procedures has occurred in
the past two decades, and most of these studies have been
descriptive rather than evaluative with the major purpose being
19
to study the interaction between teacher and pupil by keeping
a running record of selected behavioral events that occur
within the classroom (Medley and Mitzel, 1963; Flanders and
Simon, 1969).
The appropriateness of a systematic observation system is
directly related to the kind of information desired (Schalock,
1967a). Schalock (1967a) suggests that, if verbal behavior is
the object of focus, it should be recorded with audio tape, and
a system such as the Flanders Interaction Analysis system
should be employed. If both verbal and nonverbal behaviors are
to be observed, a mult iple-factor system such as the Teaching
Research System for the Description of Teacher Behavior in the
Classroom (Schalock, 1967b) can be used for directly observing
a classroom or observing a video type recording of classroom
interaction
.
Direct measurement of teaching behavior also includes those
non- sy s t emat ic observational techniques that are either analyti-
cal or general (Ryans, 1957). These procedures have been
employed traditionally in evaluating teacher behavior via
observation, because they are easy to construct and use.
Generally, analytical procedures include rating scales and
checklists whereas general procedures consist of broad or global
assessments of teacher behavior. Ryans (1957) also states that
although analytical techniques are somewhat more systematically
structured than those in the general category, they are still
prone to error. This is primarily due to a characteristic
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common to both analytical and general techniques—the observer
trained or otherwise, withholds his judgment until the end of
the behavior sequence. This contrasts with interaction
analysis techniques, which usually consist of a continuous
record of predetermined categorical sets.
The chief advantage of non-systematic observational tech-
niques is that the observer is able to consider clues from a
variety of sources before he makes his judgment (Rosenshine,
1970 ) .
Following observation a performance appraisal can serve
such functions as evaluating performance, motivating the sub-
ordinate, warning him, praising him, developing his potential,
treating him as an individual, recommending future courses of
action, and differentiating his status through an entire system
of rewards and punishments (Solem, 1960).
What of the effect of performance appraisal by school
administrators on teacher behavior? Research conducted by
Meyer and Walker (1961) and Meyer, Kay, and French (1965) to
assess the effectiveness of performance appraisal interviews
reached four conclusions:
(1) Criticism has a negative effect on the achievement of
goals because it builds defensiveness.
(2) Praise has little effect on the achievement of goals.
(3) Mutual goal-setting improves performance.
(4) Coaching should be day-to-day, not a once-a-year
activity
.
?i
Similarly Rose (1963) concluded that the manner in which
feedback is provided to teachers can halt or enhance their
growth and improvement
.
Many authors refer to the importance of prior and mutual
goal setting. For example, Redfern (1963) prefers that the
evaluation of teachers in an "umpiring" sense be discontinued
m favor of a "coaching" relationship. Just as Meyer and Walker
(1961) and Meyer, Kay, and French (1965) cite the advantages
of mutual goal setting, Odiorne (1965) emphasizes the need
for a standard of performance that has been made clear in order
to provide motivation toward specific goals. Except when re-
lated to the next set of goals, judgments made after performance
has occurred have little value (McNeil, 1967).
Att itudinally
,
where real consideration is shown for teachers
and where they are presented information that is helpful to
them, there is evidence that they welcome the evaluation pro-
cess (Rose
,
1963 ) .
For more than half a century school systems across the nation
have been experimenting with performance appraisals. From this
experience the only concensus that has developed is that perfor-
mance appraisal is not a matter of choice. It must be carried
out in every organization. The difficulty confronting school
administrators over the years has been how to carry out this
appraisal. According to Flippo (1966), the choice of method lies
among three possible approaches:
(1) A casual, unsystematic, and often haphazard appraisal.
(2) The traditional and highly systematic measurement of:
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(a) employee characteristics;
(c) both.
(b) employee contributions; or
(3) The behavioral approach emphasizing mutual goal
setting
.
During the twentieth century, approaches to performance
appraisal of professional school personnel include those listed
in Table I (Green, 1970).
The appraisal process is a most appropriate mechanism for
achieving growth and development of individual members of the
school system (Casteller, 1971 ).
The classroom observer must accurately view teacher and pupil
behavior, observe the total physical environment as it relates to
tearing
,
and also come to understand the dynamics of the lesson
m progress (Harris, 1963). A guide developed and used in one
school district (Nederland Independent School District, Nederland,
Texas, 1961) describes ten categories of items for the observer
to tune in on.
Physical Conditions
. The classroom is attractive and
well arranged for the comfort and enjoyment of pupils. It is
kept clean and in an orderly condition. Materials, aids, exhibits,
or other things that give atmosphere to the room are on display.
Heating, ventilation, and lighting are well regulated. Furniture
is clean and unmarked.
(2) Organ izat ion . The class is well organized. Routine
matters, such as checking attendance, sharpening pencils, dis-
tributing materials, books, papers, and so forth, are handled
quickly, quietly, and efficiently.
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Table I: Approaches to Teacher Evaluation
Approaches Evaluators
Instruments
and Techniques
Int ellectual-
att itudes
approach
Administrator
and preparation
institution
1. College tran-
scripts
2
. Intelligence
tests
3. Achievement
tests
4. Personality
tests
Teacher-quality
approach
Administrator
,
supervisors
,
pupils, colleagues,
or teacher
1. Checklists
2. Rating scales
3. Questionnaires
4. Observation
Teacher-
performance
approach
Administrator
,
supervisors
,
colleagues, and
teacher
1. Observation
guide sheets
2. Pupil partici-
pation charts
3. Checklists
4. Rating scales
Pupil-change
approach
Administrator
,
supervisor
,
teacher
1. Achievement
batteries
2 . Follow-up
studies
3. Pupil-parent
questionnaires
Social
climate
Administrator
,
supervisor
,
teacher
1. Classroom
observation
2. Sociometry
Physical
environment
Administrator
supervisor
1. Classroom
observation
2. Evaluative
criteria
Instructional
media and
Administrator
,
supervisor
1. Classroom
observation
methods
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(3) Disci£iine. The behavior of the pupils is controlled
and appropriate to the classroom. There is a general atmosphere
of disciplined freedom of action. Courtesy and respect are
practiced by pupils and teacher. Infractions of acceptable be-
havior are not tolerated. Offenders are recognized and corrected
immediately
.
(4) Planning . The lesson demonstrates that the teacher has
definite objectives in mind and has planned exercises and
activities for pupils that will lead to the attainment of these
objectives. The exercises are such that thought is required as
well as the memorizing of facts.
(5) Practice. The teacher shows his respect for education
by using and requiring pupils to use good language, clear and
correct pronunciation, correct spelling, good penmanship, accurate
arithmetic, and neatness.
(6) Pupil Participation
. The work of the class is carried
on in an energetic and active manner. Explanations are given by
the teacher when needed, but the great majority of the period is
used for pupil activity. This activity is varied, challenging,
and profitable to the pupil. Pupil activity is well supervised
by the teacher.
(7) Individual Differences
. There is evidence that indivi-
dual differences of pupils are recognized and cared for by the
teacher. This is observed in the assignments made, the study
materials provided, and in exercises of greater difficulty for
faster pupils. Every pupil is engaged in work at his own level
throughout the period.
(8) Unit Organization
. The lesson is
and contributes toward a mastery of a large
subject matter of life experience. Pupils
obviously a part of
important phase of
are made aware of
this fact.
(9)
Materials
. A variety of supplementary aids are avail-
able foi use by pupils, and these are used by them. These include
books, magazines, dictionaries, encyclopedias, audio visual aids,
maps, charts, library, specimens, and the like.
(10) general Education. An over-all appraisal of the situ-
ation is noted.
A more elaborate guide was developed in the School Principal-
ship Project at the University of Texas. It was revised (Brown,
1960) and tested in a variety of classrooms. This guide has
four major sections, with questions directing the observers to
look for specific evidences of desirable events or conditions.
Classroom
:
1. How is the classroom made attractive, and how are
the materials arranged to develop a pupil’s curiosity to seek new
understanding?
2. What evidences are there of a connection between
materials seen about the room and what has been or is being
taught?
The Teacher:
1. How does the teacher show enthusiasm for the on-
going activities?
2. What indicates that the teacher tries to gain as
much knowledge about the pupil as possible in order to understand
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him better and guide him more effectively?3.
How does the teacher recognize and provide
individual differences in levels of =r l achievement, ability
interest?
for
and4.
What shows the teacher's ability to use various
types of instructional materials and aid effectively?
The Pupil:
1. What indicates that pupils' participation in the
lesson is active and self-initiating?
2. What evidence shows that the pupils take part in
planning the work and developing the assignments?
The Lesson:
1. What experiences are provided for pupils to put
to use the degree of skill gained in a particular area and there-
by refine a.nd further extend the skill?
2. What shows that the lesson was carefully planned
to meet immediate objectives and fit into long-range goals?
3. When used, how does the discussion method lead
toward a definite objective?
4. How is a convincing connection made between subject
matter and pupil needs and interests?
5. How do the examinations tend to motivate the learn-
ing of reasons and relationships rather than the memorization of
fragmentary, isolated facts?
This section has emphasized the common use of systematic,
active observation procedures. Certain instruments have been
described to illustrate the kinds of guides which were, and in some
cases, still being used to focus observer attention and facilitate
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S^-Thering of data.
During the 1960 's, educators and educational institutions
became the target and victim of increasing criticism. Holding
schools responsible for all of society’s ills and failures be-
came a national fad. In addition, writes Gilbert Austin (1971),
many critics believed that many of our severe and pressing
educational problems could be solved almost exlusively by money.
As that decade drew to a close, there was growing disillusionment
with this concept. Although we had poured billions of dollars
into the schools they did not seem to be producing a much better
product than they had a decade earlier.
"
The swelling cost of education and the seemingly small re-
turn on the public’s investment in the schools triggered a call
for accountability (Sciara and Jantz, 1972). Some educators
mindlessly embraced the industrial model approach to educational
accountability without first critically examining and, perhaps,
redefining the priorities and purposes of education (Richards
and Welch, 1973) .
Other approaches to accountability, written by humanistic
educators, call for an approach extending and enriching, rather
than limiting and dehumanizing, the concerns and goals of educa-
tion in the schools.
It would be an overstatement to claim that humanistic
psychology created a trend toward a new concept of teaching and,
therefore, supervisory observational techniques.
There are several psychological views regarding how adjust-
ments to the rapidly changing work should be made. Humanistic
psychology does not repudiate the concept of drive that pervades
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psychoanalysis but would add love, goal-seekin
choice. Humanistic psychology postulates and
selective, perceptive, unique person who reacts
g, and personal
promotes a lively
and proacts
*
(Bonner, 1965).
These views led educational leaders, or visionaries, and
a few classroom teachers to see a vastly altered role for teachers
That of the responsibility for learning shifting from the teacher
to the pupil (Rogers, 1968).
Goodlad (1967) says that there is no assurance that the
revolution that is tearing at the edge of the education establish-
ment will reach to the inner core. But he hopes that, by the
1980' s, schools will abandon the "telling" procedure which is so
widely extant and shift to "discovery" and "inquiry" approaches.
Ihe emphasis will shift from teacher activity (teaching) to pupil
activity (learning) and responsibility
,
from instruction and
to the children themselves. Instead of subject matter
mastery, the goal will be a warm, positive, and accepting human
quality in the classroom. Information acquisition will be a
natural by-product of such a relaxed environment.
Tyler (1967), in accord with Goodlad, does not recommend the
elimination of subject matter but he emphasizes that the new task
of the schools and teachers is that of teaching pupils how to learn
and developing in them the motivation and skills required to keep
alive their learning processes after formal schooling is complete.
Miller (1967) reports a shift from regarding the student as a
passive learner to making him an active participant in the learning
process
.
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The impact of humanistic psychology provided new and
aried insights on the teacher evaluation issue as well.
Successful social system management depends upon a knowledge
of the functional competence of components. Although evaluation
is necessary in order to achieve this, the judging, rating, and
labelling often involved in this process usually do not engender
feelings of trust nor lead to open communication necessary for
effective operation. As Combs, Avila, and Purkey (1971) point
out, " the net effect of evaluation externally applied often
boomerangs to destroy the very motivations it sought to produce."
People are generally defensive and especially alert when
being rated and assessed. This especially is true of teachers
whose tenure, promotions, salary, and recommendations depend upon
supervisor impressions. It is even more likely with those
teachers who need improvement and the helpful suggestions which
supervision ostensibly is conducted to provide. For no matter
how hard one tries to prevent it and no matter how vociferously
it may be denied, supervision, when performed by principals,
superintendents, and other authorities, tends to be perceived as
evaluative (Sybouts, 1969). It is avoided by teachers and some-
times even considered as a personal attack (Guss, 1969).
Even though supervision should function as an integral part
of classroom based in-service education, teacher distrust must
be overcome before this profitably can be done (Rutrough, 1969).
McNeil (1971) reports that, although 75 percent of superintendent
and principals express confidence in their supervisory programs,
50 percent of their teachers do not. He also indicated that the
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median number of observations during a school term is two for
elementary teachers and only one for secondary teachers. No more
than 50 percent of these observations are followed up by con-
ferences. Hence there is a considerable gap between supervision
in practice and supervision in terms of in-service education
theory
.
In order to reduce the threat and distrust which teachers
feel toward the supervisory process and to ensure its being used
lcgularly and consistently in service, Bernard and Huckins (1974)
offer suggestions:
(1) The process probably can be handled more effectively
by fellow teachers. Colleagues can be valuable resource persons
and their use can minimize much of the threat involved in asking
for help (Sybouts, 1969).
(2) Observation and supervision will be more effective when
it is solicited rather than imposed. People who can exercise
some control over a situation are not so threatened by it. In
this instance, teachers are more likely to see supervision as an
opportunity than as something to be endured and resisted (Flanders,
1970 ) .
(3)
In-service-supervisory activities will be less threaten-
ing and more productive when observation and feedback are based
upon the teacher's own objectives. Despite the age-old dispute
about whether we know (Hamacheck, 1969) or do not know (White,
1969) what constitutes good teaching and how to measure it, teachers
can be helped and encouraged by feeling that they are making
progress
.
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(4) As much as possible, supervision and observation
processes should be nonevaluative (Corey, 1969; Foster, 1969).
These should provide feedback regarding the degree to which the
observed teacher is behaving as he has specified and might also
include how well this appears to be working, but evaluation in
terms of right or wrong, good or bad, competent or incompetent
should be avoided.
(5) Supervision should operate to enhance the self-image
of the person supervised (Combs, Avila, and Purkey, 1971
;
Neville, 1969). When it builds self-esteem and makes people feel
more adequate, it will be sought.
Part II
Definition and Enumeration of
Humanistic Teacher Behaviors
In order to clarify the frequent confusion in the usage of
the terms humanistic education" and "psychological education,"
Phillips (1970) stated humanistic education is the broader term
and is education which:
1. Helps individuals to acquire the information and
skills which are necessary if they are to fulfill
their basic psysiological needs.
2. Helps to facilitate the development of individuals
who are able to manipulate their environment in a
way which insures their survival and happiness
and at the same time, does not interfere with the
survival and happiness of others.
3. Facilitates the development of individuals who
accept responsibility for their own behavior.
4. Helps individuals to acquire self-knowledge.
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5. Provides an atmosphere which fosters the growth
of possible self-concept in students.
6. Fosters the development of sensitive caringhuman beings, who have the capacity for empathy,
a sense of responsibility for others, and both
the willingness and ability to act to help
others
.
7 . Creates a climate in which individuals are free
to express dissent and in which channels are
available for transforming dissent into construc-
tive action.
8. Learners are the major data source in determin-
ing educational objectives.
9 . Provides a maximum number of learning opportun-
ities which students can choose from in attempting
to reach the same objective.
Psychological education is more narrowly defined as seen in
the focus of the four goals defined for the field by Alschuler
( 1972 )
.
1. To promote the existing aims of education,
especially the often neglected psycho-social
goals. Psychological educators attempt to teach
positive attitudes, motives and values that
facilitate learning among students.
2. To teach students effective and pleasurable pro-
cesses to reach the goals they choose.
3. To teach positive mental health.
4. To promote normal development.
Self-science education involves programs for training learners
in those skills, concepts, and attitudes that will expand their
self-knowledge concerning their own unique style for being in
this world. It is oriented primarily toward developmental and
constructive skills rather than symptoms removal (Weinstein, 1973).
Affective refers to the feeling or emotional aspect of ex-
perience and learning. How a child or adult feels about wanting
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to learn, how he feels as he learns, and what he feels after he
has learned are included in the affective domain (Brown, 1971).
Psychological curriculum is curriculum aimed at promoting
psychological growth; curriculum that provides opportunity for
one to develop self-maintenance; curriculum related to personal
rather than external knowledge (Weinstein, 1972).
The goal of humanistic teacher behavior in an instructional
setting is to permit, encourage, and extend students' ability to
be independent, self-directed, and responsible persons. It is
to inspire and aid each student in his effort to develop those
human qualities that he possesses: thinking, valuing, and
symbol creating (Macdonald, 1969).
For Mulcahey (1974) determining the goal of humanistic
teacher behavior facilitated describing humanistic teacher be-
havior. The teacher would:
- be a listening station
- be comfortable with quiet in a conversation
- not be putting words into children's mouths
- legitimize the expression of all feelings in
the classroom, including anger, by displaying
these feelings oneself
- praising the children verbally
- reprimand certain behaviors, but not whole
child
- provide opportunities for children to explore
several media to express themselves
- encourage children to have individual pro-
jects to relate to
- structure situations where children can share
problems and where peers can engage in crea-
tive problem solving toward individual's con-
cern
- provide situations where children can express
concerns in an open forum
- not insist that everyone follow the same
learning style
- provide time and space for being alone
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- respect children's right not to participate
make physical contact (arm around) with child
- not ridicule child
provide vehicles for exploring source of a
child’s positive feelings
provide vehicles for exploring source of a
child's negative feelings
- provide vehicles for exploring ways of staying
with positive feelings and working on negative
feelings
- provide structures for children to be listened
to by teacher as well as peers
- allow children to have a voice in setting class
rules
- allow children to have a voice in judging
whether a peer breaks rules
- respect children's answers
- validate children's responses verbally and non-
verbally
- attend to discipline problems in an individu-
alized way
- listen to children
- try on new behaviors
- readily express one's feelings in class
- allow children to make class rules
- engage in conversation with children
- touch children when appropriate
- paraphrase what children say to demonstrate
interest and listening
- paraphrase what children say in order not to
distort their meaning
- nonverbally attend to children in conversation
and in responding
- be careful not to ignore children
- verbally recognize children
- make children feel worthwhile
- encourage participation
- be careful not to put children down for wrong
answer (verbally or nonverbally)
The criteria for meeting the goal of humanistic teacher be-
havior is also helpful in defining this term. According to
Zahorik and Brubaker (1972) the criteria which emerge from this
goal are
:
1 . Receptive
Teacher behavior must be open and receptive
to students' ideas, feelings and actions. It
must encourage and be willing to deal with
those matters that concern students. If the
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behavior is restrictive and closed, inde-pendent thinking, valuing and acting willbe discouraged.
2
. Facilitating
Teacher behavior must not only be receptive
to students
'
. ideas
,
it must also facilitate
students' thinking and valuing. It musthelp students to develop those human charac-
teristics each possesses.
3
. Personal
The behaviors that the teacher uses in
accepting and developing students' ideas
cannot be stereotyped and routinized.
Humanistic t-eacher behaviors are individual
and unique for each student. They must be
sensitive and responsive to the interests,
needs and talents of each student.
4
. Genuine
Not just superficial openness, but a genuine,
honest and sincere interest and concern with
the lives of students.
Carl Rogers (1969) developed similar criteria. He sees
the facilitation of experimental learning as the goal of educa-
tion. A facilitator has qualities and attitudes that facilitate
learning. They are realness, acceptance, empathetic understanding,
and trust. A teacher who is real is aware of one's feelings and
can accept and communicate them when desired. Prizing the learner
is prizing one's feelings, one's opinions and personhood. Em-
pathizing is being sensitive and aware of students' feelings and
reactions, how a learning experience seems to a learner. Trust
means providing a person with the opportunity to develop one's
own potential in one's own way.
Zahorik (1972) defined non-humanist ic teacher behaviors as
those that result in passive, dependent students incapable of
independent thought, self-evaluation, or determining their own
values
.
Criteria for Identifying Humanistic Behavior
The author has chosen Evelyn Seiburg's (1973) dimension of
interpersonal confirmation to categorize what elements must be
m order that teacher behavior be defined as humanistic. These
categories are not only useful in conceptualizing the prelimi-
nary humanistic behaviors that are necessary to promote a
climate conducive to psychological growth in the classroom but
also all humanistic behaviors herein enumerated fall into one
or more of these four categories
:
^ ^ Recognizes the existence of the other person -
-
treats the other per son as a subject, not an object ; recognizes
their existence as a human operating agent; not a thing, a human
iri interaction with another human heing.
(2) Relevancy to other person's communication
; there
must be a consistency between what the speaker has said and what
is said in response.
(3) Recognizes the person's emotional existence
; the
listener must imply a recognition of the emotional condition
of the other person; the other person must believe that the
responder understands what is going on beyond the literal con-
tent of the message.
(4) Willingness to affiliate
; willingness on the part of
the listener to become involved with the speaker, to treat the
speaker personally.
"The absence of any one of the above conditions was mentioned
as being associated with destructive or pathological communica-
tion" (Seiburg, 1973).
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In Seiburg's efforts to conceptualize confirmation to the
point where it is studiable, and coding devices are available
to score interaction as confirming or disconf irming or any
place along that continuum, the findings have coincided with
the following literature.
Mulcahey (1974) has been most helpful in identifying
themes in literature which support each of the four criteria in
use here.
Recognizing the Other Person's Existence
The role of a teacher as facilitator, a listener, a person
who helps children grow is addressed by Allen E. Ivey and
Dwight W. Allen (1972) in The Implication's of Microcounseling
for Teacher Education
. In this work, Allen and Ivey analyze
microcounseling as consisting of twelve skills organized in four
skill clusters. The first cluster has skills that relate to
the theme at hand such as attending behavior of which physical
attentiveness and encouragement from nonverbal cues such as
head nods and eye contact are skills.
In Martin Buber's Elements of the Interhuman (1965), he
speaks of the importance of recognizing a person as an operating
agent in interaction with another human being and not as an
object. Buber discusses the possibility of social relationships
being very close, and goes on to say how the collective or the
social surpasses individual persons, but in the interhuman:
The only thing that matters is that for
each of the two people, each become aware
of the other in such a way that he does
not regard and use the other as one's ob-
ject, but as one's partner in a living
event, even if it is no more than a boxing
match
.
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Thxs theme is dealt with extensively in microcounseling
(Allen, Ivey, 1972). In the first cluster of shills, it appears
as short statements; that is, short statements to assure the
speaker that the listener is following the content of the com-
munication. It is later treated more extensively with selective
listening skills, such as reflective listening, paraphrasing,
etc
.
A situation where a monologue is taking place in the pre-
sence of one or more people presumably talking to one another is
a state of "no response." This state is included in the notion
of imperviousness, and does not contribute to the speaker's feeling
of self-worth. It is in this vein that Laing refers to "relevance"
as the crux of confirmation:
"Relevance accords recognition to
the speaker's evocating response" (Laing, 1967).
Recognizing the Person's Emotional Existence
Carl Rogers uses the work "empathy" to describe the listen-
er s role in assuring that the other speaker believes that the
responder understands what is going on beyond the literal content
of the message. When empathizing, the listener is experiencing
an accurate understanding of the other's private world, and is
able to communicate some of this understanding. The listener
senses the other's inner world of private personal meanings as if
it were the listener's own (Rogers, 1969).
If what is acknowledged is only what the responder chooses
to acknowledge, a pseudo self is confirmed, and not what the self
is really experiencing (Seiburg, 1973). Examples of this partial
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acceptance are: imposing one's interpretation on meaning;
accepting another person only to the extent that
one's expectations of that person.
it meets with
Buber (1965) maintains that the chief requisite of dialogue
is, "that each should regard his partner as the very one he is."
The following quote attends to recognizing the emotional
existence of a person:
To be aware of a person .... means in parti-
cular, to perceive his wholeness as a persondetermined by the spirit; it means to per-
ceive the dynamic center which stamps his
every utterance, action and attitude with
the recognizable sign of uniqueness.
Willingness To Affiliate
It is more confirming to treat a person personally than
impersonally. Language construction is one of the several
aspects to treating a person personally. The use of "I state-
ments" is a way to personalize interaction. An indication of an
unwillingness to be personal can be the use of collective or
general terms in expressing thoughts and feelings (Seiburg, 1973).
The expression of feelings is an important aspect of self-
disclosure, and a person who discusses one's own feelings leads
to a reciprocal self-disclosure on the part of the other (Jourard,
1967). Jourard maintained that the more people can express their
feelings the more chance there is for intimacy in a relationship.
Therefore, it is considered an affiliation tactic. Conversely,
denial of feelings, unwillingness to express feelings, refusal to
discuss feelings is perceived as a distancing tactic and an un-
willingness for one person to relate to another with any degree
of intimacy.
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Skills of self-expression are included in microcounseling.
Expression of feeling has proven a useful skill. Unless one can
recognize one's own emotions, it is hard to recognize them in
others and reflect or attend to feeling. Training in expres-
sion of feeling often increases interpersonal sensitivity
(Allen and Ivey, 1972).
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CHAPTER III
RESEARCH PROCEDURES
This chapter describes the research procedures including
a description of the population studied, a rater's manual,
a listing of the administrative statement sample, and a data
collection plan.
The Population Studied
Four public schools, representing one school system, in
Western Massachusetts were selected for this investigation.
The selection was based on the alliance between the school
system and the Center For Humanistic Education, University
of Massachusetts, Amherst. A Title III Project in Humanistic
Education is used as a sample for this study. Named Project
C.A.R.L., Curriculum of Affect for Responsive Education, the
project was conceived as a pilot humanistic education venture
for the State of Massachusetts. Funding began in August of
1972 with E.S.E.A.
,
Title III federal monies received through
the Bureau of Curriculum Services of the Massachusetts State
Department of Education.
The school settings are rural and located in four of
five villages comprising a larger rural township. Grade
levels range from kindergarten through grade six (6). At
least three classrooms are represented in each of the seven
grade levels.
M2
The school population, at the time of the study, was
nearly 900 with the teacher-student ratio between 1-20 and
1-27. Classroom groupings were of a non-graded variety in
skill areas (Mathematics, Reading), with other areas grouped
on a graded basis.
Initially, Project C.A.R.E. had been concerned with only
an elementary program. A total of forty elementary teachers
and their students were involved. The project was staffed by
a full-time program director, a recent graduate from the Center
for Humanistic Education at the University of Massachusetts,
and five doctoral students from the same Center, who served as
part-time staff members. The assistant superintendent of
schools, responsible for federal projects, served as director.
The management of the project might best be represented
as follows:
STATE DEPARTMENT OF EDUCATION
I
MONTAGUE SCHOOL COMMITTEE
I
SUPERINTENDENT OF SCHOOLS
FEDERAL PROJECTS DIRECTOR
C.A.R.E . PR 3GRAM DIRECTOR
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(
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1
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STUDENT
|
STUDENT
|
STUDENT STUDENT
1
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1
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I
1
TEACHERS
1
1
TEACHERS
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1
CHILDREN
1
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1
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1
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1
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All but four of the elementary teachers and adminis-
trators attended a two week training workshop held in August
prior to the beginning of school. This workshop was designed
and carried out by the humanistic education staff and the
program director. Its purposes were twofold:
1. To provide opportunities for elementary person-
nel to experience psychological education.
2. To provide the tools and skills for implementing
psychological curriculum.
The content of this intensive workshop focused on the
following areas:
Creative Behavior
Communication Skills
Values Clarification
Magic Circles (from Human Development Program)
Positive Self-Concept Activities
Improvisational Theater
Gestalt Awareness Activities
Transactional Analysis (as a tool for understanding
classroom dynamics)
Weinstein and Fantini's Trumpet (a curricular frame-
work for cognitively processing affective experi-
ences )
Gaming Techniques and Processing
Exposure to these areas was seen by the staff as impor-
tant to using psychological curriculum in the classroom.
Reactions of the teachers to the workshop were highly favor-
able .
In order to continually reinforce the two program
objectives for teachers stated above, an ongoing support
system was developed. This support system became an integral
part of the project. Each humanistic staff member worked
closely with a group of eight to ten teachers comprising the
staff of one school or two small schools. Staff members
worked with teachers in their classrooms and in weekly in-
dividual conferences. Support group meetings also provided
an opportunity for each staff member to meet with her group
of teachers. These meetings, held weekly in the Fall, and
less frequently in the Spring, provided an opportunity for
teachers to share ideas and concerns. A weekly newsletter
was developed to provide still another way for teachers to
share ideas. Teachers submitted suggestions of activities
they had tried in the classroom and wished to share with the
entire elementary faculty. Finally, in order to provide on-
going training and maintain a sense of community within the
elementary faculty, each month students were released for
one half day and teacher personnel from all buildings met for
inservice training.
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These teachers taught psychological education during
the first half hour of each school day in each of their
classrooms, K through 6. During this half hour, and at
various other periods of the day, children were in "family
groups." This grouping arrangement brought together
children of two or three grade levels which meant there
could be an age span of three years among the group members.
The long range objectives of the psychological educa-
tion program with children centered around three major con-
cern areas:
1. Concern about self-image.
2. Concern about connectedness.
3. Concern about control over one's life.
Long range objectives were developed by the Project C.A.R.E.
Team for each area of concern. They are as follows:
1. Self-Image.
a. Having been exposed to curriculum (exercises)
leading to concern about self-image, the
pupil will think and feel more positively
about himself.
b. Given the self as subject matter, the pupil
will become more aware of his major concerns.
2. Connectedness.
a
.
Given the framework from which to operate,
the pupil will increase his disclosure of
thoughts and feelings to friends.
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b. With the thoughts and feelings of others
in the class fresh in mind, the pupil
will become more accepting and supportive
of same.
c. Having identified their affective status,
pupils will increase their abilities to
accurately express themselves in these
terms
.
3. Control Over Own Life.
a. Having discovered patterns of their own
behavior, pupils will become more aware of
how these patterns serve them.
b. With increased awareness of themselves,
pupils will increase acceptance of respon-
sibilities for themselves.
These long range objectives are designed to indicate
the outcome the total humanistic approach is striving for
and it is hoped many students will reach over a number of
years
.
Additional elements during this first year of operation
were :
1. A catch up course for teachers who missed the
Summer workshop and other interested people
such as teacher aides, interns, and administra-
tors from the secondary level.
2. A community evening course for interested
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townspeople, and secondary teachers.
3. Parent coffee hours in the schools to explain
the program.
4. Program director's articulation of the pro-
gram by speaking to numerous community groups
and agencies such as Rotary, County Mental
Health Clinic, and church groups.
5. Advanced courses in humanistic education offer-
ed by humanistic staff and the program director
giving University of Massachusetts credit.
Courses were open to interested elementary school
personnel
.
During the second year of Project C.A.R.E. (1973-74)
an Administrators Seminar in Humanistic Education was
offered to the four elementary principals key to this study.
Ihe following is a list of expectations/goals generated by
the participants during the first session (October 25, 1973)
of the Administrative Seminar:
1. Acquire solid knowledge of humanistic educa-
tion curriculum.
2. Be task-oriented, i.e.
,
defining the observable
humanistic education teacher skills and behaviors.
3. View video tapes of affective teaching and analyze
as a group.
4. Analyze what we see in classroom observations.
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5. Define the framework which Project C.A.R.E.
is coming from.
6. Ao administrators, become more secure and
comfortable with humanistic education.
a. To effect teacher's security and
comfort
.
b. To give teachers confidence in our
^kilities to be leaders in the human-
istic education program.
7. Investigate strength training as a possible
model toward improving teacher performance.
8. Examine techniques in observing.
From these expectations and requests, the following
seven sessions of the seminar included the following:
1. The importance of the teacher's non-verbal
behavior being consistent with verbal behav-
ior.
2. Generating a working list of observable human-
istic teacher behaviors and skills.
3. Supervisory strength training. Through the use
of video recording and playback, humanistic
supervisory approaches will be role played and
analyzed
.
4. Take steps toward developing an administrators' sup-
port group. A specific issue raised by an indivi-
dual administrator will be presented in the form
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Of a case study so that group problem solving
will become a regular administrative prac-
The sample for this study are the elementary teachers
and administrators of this school system. Three school
years are involved: 1971-72, when neither the teachers
nor the administrators had any exposure to humanistic educa-
tion; 1972-73, when both the teachers and administrators had
equal exposure to humanistic teacher training; and 1973 - 74
,
when the four principals involved in this study had an addi-
tional training component specifically dealing with super-
visory behavior and humanistic education.
Of the 44 participants who took part in the initial
Summer workshop, 41) are the teacher sample in this study.
The remaining four are the principals or the administrative
sample for this study. These teachers ranged greatly in age
and number of years teaching experience. The following charts
illustrate that range.
AGE RANGE
20-29 years
30-39 years
40-49 years
50 + years
CHART 1. Age of Teachers
NO. OF TEACHERS
18
8
7
7
% OF TEACHERS
4 5 %
2 0 %
17.5%
17.5%
40 100
50
YEARS OF
TEACHING
1- 4 years
5-10 years
CHART 2. Years Teaching Experience
NO
. OF
TEACHERS
PERCENT OF
TEACHERS
14 3 5 %
22.5%
11-20 years
17
.
5
a
o
21-47 years 10 2 5 %
40 100 %
Of the 1-0 teachers, only four, or 10 percent of them,
were male.
Raters were trained with a manual prepared by the author,
The three raters involved are active in education but not in
the project focused on in this study. Rater A, as he is
referred to throughout Chapter IV, is an elementary, public
school teacher. Rater B is a secondary foreign language
teacher and Rater C is a secondary guidance counselor, The
raters were trained with hypothetical lists containing comments
concerning teacher behaviors. A percentage of these comments
contained humanistic teacher behaviors and were identifiable by
validation through four criteria. The same list was given to
the raters three times (Run #1, #2, and it 3) until reliability
was established.
All administrative, evaluative statements found in the
training list and the sample for the study will carry a symbol
(0 or R) to designate its classification as on Observational (0)
remark or a Recommendation (R). The public school system
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wherein this study took place asks its admini
evaluate teacher behavior by writing comments
spaces entitled Observation
, Recommendation
.
The rater manual is presented here as it
strators to
in one of two
to the raters.
was presented
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rater manual
Preface
Once an evaluator decides he will observe
ers with a particular type of effective teacher
his teach-
behavior
m mind, several kinds of activity are necessary on his
part if he is to succeed.
Initially, he must look at and understand effective
teaching in general. Then, look at what it is that makes
the specific type of behavior effective. He must hold a
felt knowledge of the behaviors and skills inherent in the
specific type of behavior. The tangible and more subtle
outcomes or products of this type of teacher behavior must
be anticipated.
In this case, you, the rater, must judge the sampling
using the same criteria used by the administrators in this
study while observing classroom behavior.
Before setting down to task, you will need the follow-
ing information:
a. descriptions of each of the four criteria
for a humanistic teacher behavior,
b. examples of teacher behavior categorized
under each of the four criteria, and
c. questions the administrators in this study
had to ask themselves in evaluating for
evidence of each criteria in the classroom
observation.
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You will be given three lists of administrator/ state-
ments made during classroom observations. Each list con-
tains exactly 65 statements and will be given to you
individually and spaced two weeks apart.
Manual
Criterion 111 - Recognizes the existence of the other per-
son; treats the other person as a subject, not an object.
Examples of teacher behavior categorized under
Criteria ill:
a. eye contact.
b. smiling.
c. other facial gestures.
d. movement toward speaking person.
e. nodding.
f. non-verbal attending.
g. leaning toward person speaking if sitting.
h. verbal recognition
i. responding to content by paraphrasing.
j. validating both verbally and non-verbally
.
k. reacting with "that's a good point/idea."
l. validating voice inflexion, tone, etc....
m. touching hand on shoulder, etc.
n. looking in child's direction.
o. paying attention to the child.
54
ting
tion :
Ques
mini
Questions admini
for evidence of
strators asked themselves in evalua-
Criterion //l in the classroom observa
What are the patterns or styles by which
the teacher got into material?
b- Is the lession a one-way experience in
which the children show no input?
Is the lesson a participatory process?
d. Does the teacher motivate or at least
try to bring kids into what is happening
instead of placing them there?
e. Does the teacher listen and entertain
ideas of others?
f- Is there noticable respect and consideration
for where the kids are coming from?
g. Does the teacher understand the dynamics
of what is happening or is the teacher
caught up in task so much that some blind-
ness is evident in regards to the child's
world ?
h. Is teacher personable or dominant?
i. Is there a sense of warmth?
j . Is the teacher genuine and what is the
effect?
tions were a direct result of training received in ad
strators seminar.
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Cri tenon 117 - Does not put words into students' mouths—
the extent to which the teacher accepts totally what a
student says.
Examples of teacher behavior categorized under Cri-
terion if 2:
a. asking clarifying questions to get stu-
dent to elaborate on his/her thoughts.
b. not asking rhetorical questions, "We don't
do that in school, do we?"
c. not interpreting student’s thoughts—
"What you mean is . . . .
"
d. making an effort to look at alternative
ideas when a value issue arises rather than
impose one's values.
e. encouraging students to use "I" statements.
f. giving non-verbal affirmation of what child
says— smiling
,
nodding, etc.
g. not putting child down for a wrong answer,
or an answer the teacher does not agree with.
Questions administrators asked themselves in evaluating
for evidence of Criterion #2 in the classroom observation:
a. Does the teacher accept the perceptions
of children?
b. Are there some put down tones or adult
superiority that is subtle in keeping stu-
dent in that fixed role?
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c. Does the teacher need so much accept-
ance that students reward him by spit-
ting back what is wanted?
d. Does the teacher's re-stating change
the intent of the students.
e. What is the general effect of the
dialogue or lack thereof.
Criterion
- Is open about own feelings—the extent to
which the leader discloses his/her own affect.
Examples of teacher behavior categorized under Cri-
terion #3:
a. making "I" statements.
b. ending statements with " that’s how
it is for me."
c. not making sweeping "we" or "people" state-
ments .
d. sharing personal feelings when appropriate.
e. being open to personal questions.
f. being ready to answer any question about
self that a teacher would ask students.
g. sharing how situations make him/her feel.
h. eliciting child's affect.
i. acting natural in class.
j. legitimizing several moods, feelings ex-
pressed .
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k. participating in affective activity
when possible.
1. displaying sense of humor.
m. laughing at own mistakes.
n
.
volunteering personal information when
appropriate
.
o taking part in all class activities rather
than being only the director.
Questions administrators asked themselves in evaluating
for evidence of Criterion // 3 in the classroom observation:
a Does the teacher come off as a fellow human
or as boss?
b. Does the teacher share his own life stuff or
is there a distance or removal?
c Does the teacher allow himself the luxury
of being vulnerable?
d. Does teacher allow an atmosphere that gives
vent to situations that bring about personal
disclosure?
e
.
Does teacher realize the need for students to
know him and his various roles outside the
teacher role?
Criterion //
4
- Sustains relevance in two-way communication--
staying connected with what has been said.
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Examples of teacher behavior categorized
terion #4:
a
- eye contact.
b. smiling.
c. nodding.
d. non-verbal recognizing.
e. touching.
under Cri-
f. paraphrasing conversation.
g. asking clarifying questions.
h. ending communication time with a closing
statement or gesture.
i. making a validating comment.
j. encouraging speaker to participate more.
k. giving "I appreciate" statements.
l. not putting student down for wrong
answer
.
m. taking opportunity to encourage the use
of individual thought processes.
n. using statements like, "That's an interest-
ing answer."; "How did you come to that.";
etc
.
Questions administrators asked themselves in evaluating
for evidence of Criterion #4 in the classroom observation:
a. Does the teacher listen reflectively (re-
flecting back the feeling and substance
of what the child has said before adding
new imput )
?
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b. Does the teacher leave the child
"hanging , " or does the teacher
bring closure to the communication
before changing subject or going
on to another child?
c. Do teachers leave children "hanging"
because of time, curriculum, etc.?
d. Do teachers move towards closure on
student concerns?
How often is there two-way communica-
tion?
f. Is there more monologue?
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Additional Comments Added Following Run //I
Final Comments
a. You are judging whether or not an administrator
observed and responded in writing to a humanis-
tic teacher behavior.
b. Do not judge the environment if it is alluded to
in the statement. They all can be made to fit
based on implied environment.
c. Respond to your first impulse after reading the
Manual
.
d. Do not assume the administrators have been train-
ed. Take the statements on face value. (i.e.,
"Things are clear and concise" on face value is
not an observed humanistic teacher behavior.
However, if we assume training we could imply all
types of humanistic teacher behavior behind such
a statement
. )
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The following is the list of administrative, evalua-
tive statements used in the training and judged by the
three raters on three separate occasions. The results of
those judgments will appear in Chapter IV.
All administrative, evaluative statements found in
the rater training list will carry a symbol (0 or R) to
designate its classification as an Observational remark (0)
or a Recommendation (R). This delineation bears importance
upon findings in Chapter IV.
1. Class was very relaxed but busy. 0
2. Some of these students need repetition and drill.
_R
.
3
. Maintain this excellent rapport you have with this
class. R
4. All students are clear as to what is expected of them.
_0
.
5. Programs are individualized and progress in continu-
ous based on ability. 0
6. Ojectives are plausible. 0
7
. There is a relaxing but serious atmosphere in room.
_0
.
8. All students are listened to in this class. 0
9. Excellent class. 0
.
10. I am very impressed with arrangements made between X
and his students. 0
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11 .
12 .
13.
14.
15.
16.
17 .
18 .
19.
20 .
21 .
22 .
23 .
Be absolutely sure students are aware of daily
goal
. R
.
All decisions are in the hands of the group.
0
.
Try to maintain the same dialogue level you have
now. R
Students for the most part did well on this quiz
0
.
During the board exercise you only had about 25%
of your class with you. 0
Explanations were clear and to the point. 0
X has a pleasant voice and an obviously excellent
rapport with her students. 0
The girl reading from the text needed patience and
X was quite, reasonable. 0
X's behavior is worthy of emulation by her students.
_0
.
X spends a goodly amount of time explaining her ob-
jectives to the class. 0
.
Try to emphasize the personal use of this information.
R
.
Students, as well as X, enjoyed the class. 0
Student /Teacher rapport is excellent. 0
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24 .
25.
26.
27 .
28.
29.
30.
31.
32 .
33 .
34 .
35.
36 .
Set better quality standards! r
All students waited to be recognized before
speaking. 0
X was in complete control of the situation. 0
Good positive reinforcement. 0
Look directly at the students while delivering
presentation. R
Topic was well researched. 0
X moved about the room checking perceptions. 0
It would have helped had you stopped the record at
®^^n t points and capsuled or asked the puDils
to capsule. R
There are really nice kids. 0
Teacher and students have a common respect for each
other. 0
There was meaningful dialogue between teacher and
student concerning the elements of holding a job.
__0
.
This is a valiant effort which has realistic success
probability. 0
This may be the most care this student has received
at one time. 0
.
Kids are learning the four, basic mathematical
operations in rather unique fashion. 0
.
37 .
38 .
39
.
40
.
41 .
42 .
43 i
4 4
.
45 .
46 .
47 .
48 .
49 .
50 .
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At several points in the period, pupils made men-
tion of consideration of feelings for others in
the group. p
Everybody went about their business with a relaxed
air. 0
.
Try to fill in long pauses by rephrasing your ques-
tion several times. R
Some of these kids feel guilt because they feel for
you when the answers aren’t flowing. 0
You could use some help--aide, intern, volunteer,
parents, etc. R
Class cooperated well with X. 0
The students, however, do not see the importance of
this lesson to the extent you do, therefore, you
must motivate them in other ways. R
I feel your tempo must change. R
Continue your stress on map skills. R
Continue to assign homework. R
Student interest remained fixed throughout class and
never waned. 0
X has a mild but serious voice and manner. 0
A good healthy learning environment. 0
Atmosphere is relaxed. 051 .
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52.
53 .
54 .
55.
56.
57 .
58.
59.
60.
61.
62.
Your style is soothing and comfortable to this
girl. 0
.
The student's attention span is her largest barrier
as she misses nothing. 0
Continue to reinforce positively. R
Meet with children in a group to check oral pro-
gress. R
.
Possibly have the aides correct the children's papers.
R
.
During the segments of the lessons observed, X
utilized a quiet and friendly approach in her work.
_0
.
Pupils work individually at their seats on assign-
ments. 0
The presentation reinforced previously learned symbols
and new words. 0
Teacher listens reflectively, attends student be-
havior, and reinforces positively. 0
X's voice had a lulling effect on the students. 0
The student is willing to work for you but she will
only be able to do so much. 0
The key to working with these two is patience as their
attention meanders throughout a lesson. R
.
63 .
66
64. The student you are working with expends a great
deal of nervous energy (physical and emotional).
0
.
65. A good learning environment is present. 0
Ihe administrative, evaluative statements included
in the following sample of 300 were selected at random from
a parameter of 900 possible statements. Each of the three
years of the study is represented, therefore, by a random
sample of 100 statements taken from a parameter of 300.
Once the raters had achieved reliability among themselves,
the sample was given to them for judgment. The results of
those judgments will appear in Chapter IV.
Teacher names have been removed from statements in the
sample and replaced by the symbol X. Once again, statements
have been classified as either an observation (0) or a
recommendation (R).
ADMINISTRATIVE EVALUATIVE STATEMENTS FOR SCHOOL YEAR 1971-72
1. Students listened to recording and tried to identify
critical elements in story. 0
2. Following identification, students were asked to anal-
yze the story by event. 0
3. Even if they do not do well at first, try having them
look at the group as they read reports. R
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4. fou might make out better if you obtained another
physical area for student presentation. R
5. All students waited to be recognized before speak-
ing. 0
6. X was in complete control of the situation. 0
7. Project expectations were explained clearly. 0
8. Good class! 0
9. Students enjoyed the class. 0
10. Student/Teacher rapport is excellent. 0
11. Class was organized well and effectively implement-
ed . 0
12. I feel you could have set some standards for quality
in their writings. 0
13. I wouldn't accept or praise any offerings that do not
approximate what students are capable of. R
14. Students conversed easily about rules, showing a
good knowledge of this grammatical bugbear. 0
15. These are important lessons. 0
16. These kids could use a little more drillwork.
1/
. Place the words in some sort on context. R
18. X presented visual and verbal riddles. 0
19. Creativity was encouraged. 0
20. Demand that the assignment be completed in a creative
fashion. R
21. X spends a goodly amount of time explaining her ob-
jectives to the class. 0
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22
.
23.
24 .
25.
26.
27 .
28 .
29.
30.
31.
32.
33.
34.
35.
^Explanations are clear and concise. 0
I would like to know how many pupils, at the end of
the unit, could complete objective. R
Try to emPhasize the personal use of this informa-
tion. R
X’s voice is an asset in her total teaching style.
0
X's behavior is worthy of emulation by her students.
0
Students identified words by the appropriate symbols
quite rapidly. 0
Style conveys efficiency, attention to detail, and
neatness. 0
The girl reading from the text needed patience and X
was quite reasonable. 0
It is obvious that these students are learning and
feeling confident about it. 0
Lesson was introduced by reviewing certain items on a
previously administered test. 0
From the interruption on, X worked individually with
tie remaining two students. 0
X has a pleasant voice and an obviously excellent
rapport with her students. 0
All students in class should speak up when reading.
R
Entire class followed the discussion. 0
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36.
37 .
38.
39 .
40.
41.
42.
43.
44.
45.
46.
47 .
48.
49.
50.
51.
52.
53.
Explanations were clear and to the point. 0
Class objectives are being met. 0
Students, for the most part, did well on this
quiz. 0
X uses a most convincing voice. 0
Participation did increase as class went on. 0
During the board exercise you had about 25% of your
class with you. 0
Set some sort of guidelines for each exercise. R
Students are acquiring a good working vocabulary. 0
All students pressed into action--good involvement.
0
1 he se kids are either well-read or listening atten-
tively. 0
This is a fine, healthy environment for learning. 0
Try to maintain the same dialogue level you have now.
R
I feel you’ll be pleased in June. 0
Students seem to be happy in their endeavor. 0
All decisions are in the hands of the group. 0
Be absolutely sure students are aware of daily goal.
R
Programs are individualized and progress is continuous
based on ability. 0
Objectives are plausible. 0
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54.
55.
56.
57 .
58.
59 .
60.
61.
62 .
63.
64 .
65.
66 .
67 .
68 .
69.
70.
71.
Objectives contain an efficiency level
0
expectation
.
There
0
is a relaxing but serious atmosphere in this room.
Students seem content, relaxed, yet industrious. 0
Knowing these students as I do, this is the hardest
some of them have ever tried. 0
I am very impressed with arrangements made between X
and his students. 0
All students are respected in this class. 0
Excellent class! 0
X has completely individualized her class. 0
All students are clear as to what is expected of them
and are busy accomplishing the task. 0
All 20 students on task. 0
Class was very relaxed, yet busy. 0
Some of these students need repetition and drill. R
Continue to give follow-up assignments. R
The kids love it when you smile. 0
X helped each student individually. 0
Good class! 0
X moved about the room checking student perceptions.
0
Her style is kindly, calm, yet demanding of their minds.
0
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72
.
73.
74.
75.
76.
77.
78.
79.
80.
81.
82.
83 .
84 .
85.
86 .
87 .
X lias a very nice approach to children. 0
Individualize according to their differences. R
The children enjoy this class which is most important
in terms of affective response. 0
These kids appear to be an alert, aware group. 0
Pupils are handling scientific terminology fairly
easily. 0
Use your sense of humor—when you do, the kids enjoy
it. R
Children were well motivated and seemed to enjoy the
session. 0
As evidenced by SAT results, these kids are achieving.
0
Good use of A. V. (Blueprints) 0
A well-planned social studies lecture. 0
Be careful not to teach to "the class as a whole” in
reading and math. 0
Pleased to see each and every student involved in your
game
. 0
X assured each child of participation and focus. 0
Objectives were reasonable and well met. 0
Students as well as myself enjoyed the class. 0
X took the onus off using "easy" materials very nicely.
0
Particularly of note in this area were reflective listen-
ing, attending to individual needs, clear boundary
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89.
90.
91.
92 .
93.
94.
95.
96.
97.
98 .
99.
100 .
setting, and
0
X enjoys the
0
positive individual and group support
class, and this is felt by the class.
X uses a great deal of positive reinforcement with her
kids. 0
X checked for comprehension. 0
I felt the selection was boring. 0
X should listen to her students' reaction. R
Other groups worked fairly well independent of the
teacher. 0
X made provision for individual differences by creating
situations for all pupils in group to have an opportun-
ity to participate. 0
Use difference methods to provoke thought, creativity.
R
Encourage students to use work attack skills with
difficult words where phonetic analysis is possible.
R
Tell pupils what skill is being developed. R
All children appeared to respond positively. 0
X employed good questioning techniques causing children
to move into higher levels of cognitive thinking. 0
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ADMINISTRATIVE EVALUATIVE STATEMENTS FOR SCHOOL YEAR 1972-73
1. One student worked with the typewriter as part of the
perceptual program. 0
2. X ' s behavior in this class was attending, serious, and
understanding. 0
3. A good class situation. 0
4. Pupils are respecting each other's rights to privacy
and quiet. 0
5. Ojectives include affective concerns. 0
6. X took time to explain the organization of her efforts
and content. 0
Built into this session was a responsibility component
for the student. 0
8. For the most part, the students ignored other students
and worked at their own rate of speed. 0
9. X is a bubbly, dynamic teacher--these qualities are
reflected in her pupils. 0
10. A very serious attitude pervades this operation. 0
11. Class is evidence of good planning and philosophical
commitment
. 0
12. She displays a relaxed quiet tone when involved in a
one-on-one situation. 0
13. Children have no qualms about requesting help and
direction
.
0
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14.
•15.
16.
17 .
18.
19.
20 .
21 .
22 .
23 .
24.
25.
26.
The rapport you have established with this group will
be most helpful as the year progresses. 0
X has a sensitive manner and a soothing effect on
the children. 0
Pupils at seats were productively engaged in math seat-
work with all using this time to good advantage. 0
Try and stress the differences between our life-style
and that of the Eskimo, Arab, etc. R
They should also relate to themselves when other
cultures are in question. R
This is where empathy begins. 0
Children seemed to work well at their own rate of speed.
0
Excellent poster display. 0
X moved from pupil to pupil making herself available.
0
Chiidren are getting a good background in work attack
skills. 0
These kids displayed a confidence that more than likely
is a direct result of X's positive reinforcement. 0
Class was obviously well-planned. 0
At the end of each session have a few students relate
the entire story to see what detail is forgotten and
who can fill in the gaps. R
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27. You should also be checking for comprehension,
retention, ability to express what was read in other
words, etc. R
28. X led a dialogue among most students concerning sensory
receptors. 0
29. Students had to review material again as X was not
satisfied with responses. 0
30. Continue with your expectancy level. R
31. Language Arts class is individualized with every student-
working hard. 0
Pupils are developing a useful scientific vocabulary.
0
33. Kids seem to enjoy this class. 0
34. X's approach in this lesson was a combination of enthus-
iasm, poise, and friendliness. 0
3o. X has a nice relationship with the children she workds
with. 0
36. X moved from child to child dealing with them uniquely.
0
37. Good use of A. V. materials. 0
38. The children are relaxed but cooperative. 0
39. It is a pleasure to see affective intent in your course
objectives. 0
40. The framework from which these kids operate is conducive
to decision-making. 0
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41.
42
.
43 .
44.
45 .
46.
47 .
48 .
49 .
50.
51.
52 .
53 .
54.
I was especially pleased by the good
positive confidence displayed by the
0
self
-concept, and
reading group.
Pupils have many opportunities to be involved in self-
directed learning activities. 0
Much freedom in this classroom. 0
These students listened and followed directions well.
0
X gives clear instructions with each different situa-
tion. 0
As long as they are acting orderly and safely, don't
worry too much about- verbal noise. R
There was a pretty good explanation of the rules and
boundaries of the exercise. 0
X helped them as they played--to the point where all
were functioning at some level of proficiency. 0
Try not to begin until everyone is ready to cooperate
and follow a framework. R
X genuinely loves children. 0
If you individualize to this point, you will need help.
R
X worked individually with all her math students. 0
X's approach is keyed at a low pitch and seems to
generate an enthusiastic response from her class. 0
All children seem to be reading adequately in this
medium. 0
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55.
56.
57 .
58.
59.
60.
61.
62 .
63.
64 .
65.
66 .
67 .
68 .
69.
70.
71.
x used good leading questions to determine comprehen-
sion. 0
Much dialogue resulted from this situation. 0
Children are developing an understanding of texture,
shape, line, and color. 0
Several of the childrens' projects were displayed which
indicates that they are involved in their learning
activities. 0
Pupils felt very comfortable giving their reasons. 0
This is a good lesson in varying values in the class-
room. 0
Instructions explained clearly. 0
this exercise is a rather enjoyable way for students to
find words and meanings. 0
Class is well-controlled and cooperative. 0
X's class is divided according to ability. 0
X simultaneously worked with one group and made herself
available to the questions of other children. 0
A good learning situation. 0
Class has a nice atmosphere. 0
Make sure all pupils get a chance to verbalize answers.
R
It was a pleasure to see children cooperating. 0
X visited each student at his desk. 0
If this framework of mutual respect begins to break
down, stop everything, retrench, and begin again. R
78
72
.
73.
74.
75.
76.
77 .
78.
79.
80.
81.
82.
83.
84.
85.
86 .
87 .
X is letting herself be known to her students in a
more relaxed manner. 0
X moves from student to student recommending, altering,
and generally helping the pupils understand. 0
Her manner and tone set a relaxed atmosphere within
which the children seem to enjoy the work. 0
Children have the opportunity to develop and invent
their own colors. 0
X is currently working with four reading groups. 0
This is a good example of what non-graded education is
all about. 0
Directions were clear. 0
X rewarded positive behavior in a nice way. 0
Children obviously know exactly what is expected of them
as they go about their business quite independent of
repeated instructions. 0
X offers individual help to kids who need it. 0
The strength of the lesson was in its planning. 0
Visited each child at his desk to check problems. 0
Try and face the remainder of the class when teaching
small group. R
After creating a warm, threat-free atmosphere, X proceeds
to get absolute cooperation from these kids. 0
Very sensitive in her approach. 0
X seems almost comforting to the pupils in their read-
ing groups. 0
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88
.
89.
90.
91.
92.
93.
94.
95.
96.
97 .
98 .
99.
100 .
Class is definitely geared to individua 1 izat ion o;
instruction
.
x appears to work well with this age group and shows
a patient, understanding approach in dealing with
these youngsters. 0
The manipulation of puppets was quite good in that it
expressed the feelings of the children as well. 0
Kids handled responsibility quite maturely. 0
The manipulative and kinesthetic aspect of this lesson
provided the motivational influence. 0
Lesson came alive when you got up and acted out the
story. 0
ine room is motivating in itself. 0
Very clear, concise explanation of various leaves and
their unique characteristics. 0
From all indications, objectives will be met. 0
X has the undivided attention of every student. 0
Maintain your positive reinforcement with these kids--
they are showing confidence. R
Respect for each other is a working concept in this
room. 0
Interraction is often and seems to be compensating for
a language deficiency these children bring with them to
school
.
0
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7
8
10
11
12
13
14
Students seem to care for X. 0
Most students handled seat assignments well 0
3. Students respond well to X's voice. 0
Class is serious but comfortable. 0
Set down guidelines before class in order that you are
afforded the same consideration you are affording your
students. R
It would be to everyone's benefit if you used more time
explaining what you expect. R
Objectives were met. 0
ihe dialogue brought out many new ideas from both the
children and the teacher. 0
X has individualized her reading groups to an effective
point. 0
One point I particularly enjoyed was the use of children
helping other children on a one-to-one basis. 0
The children not working in the reading groups were
quite responsible without supervision. 0
There is a happy student body in here. 0
X has an excellent rapport with her students. 0
Good efforts and accomplishments were praised accord-
ingly. 0
15. There is mutual respect for others in this class. 0
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16 .
17 .
18 .
19 .
20
.
21 .
22 .
23 .
24 .
25 .
26 .
27 .
28 .
29 .
There were numerous activit:ies occurring in the langu-
age arts period. 0
Children are without threat whe n expressing themselves.
A cooperative venture in cognitive and affective
growth. 0
Children are comfortable with helping each other. 0
Class stayed on task and followed directions without
interruption. 0
X met with individuals drilling on division problems.
0
Students found missing factors in addition and subtrac-
tion through teacher questioning. 0
Try this—Deal with one child at a time when disucssing
such matters. R
Assignment given which included comprehension, analogies,
vocabulary, etc. 0
Class was interested. 0
X is enjoying her students to the fullest. 0
In all oral presentations, shut the door to the adjoin-
ing room. R
There is a strong relationship between teacher and student
with reciprocal expectations understood. 0
Good clear presentation on the formation of letters.
0
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30 .
31 .
32 .
33 .
34
.
35 .
36 .
37 .
38 .
39 .
40 .
41 .
42 .
A tew more smiles and more disclosure of your own
personality would greatly enhance the atmosphere in
this room. R
Iry and maintain the same expectancy level while having
fun doing it. R
Ihe remaining students in the class stayed on task
while the reading group was in session. 0
The group responded well to leading questions. 0
Your style seems to be one of seriousness tempered with
a smile. 0
Continue to communicate through your face. R
X is an organizer--her every move has been carefully
planned. 0
Don't linger too long when a student is lost at the
board help him out
,
and then let him try a couple more.
R
Group seemed to comprehend the concept of sentences. 0
X worked with two students who are in need of remedial
reading. 0
Continue your added drill work focus--It is needed. R
Confidence and personal power have increased for X 100%
over last year. 0
Children grasped the concepts readily and were able to
apply in locating words in the glossary. 0
During the presentation the members of the group gener-
ally were able to express their questions at will. 0
43 .
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44 .
45.
46.
47 .
48 .
49 .
50.
51.
52.
53.
54 .
55.
56.
Do not instruct until you have established the order
you need to instruct. R
Class divided into appropriate reading levels by
ability. 0
Be sure parameters of behavior have been set for all
pupils you are not directly working with. R
X reinforced the achievement of the two with constant
praise. 0
X asked the students to paraphrase, project the con-
clusion and search for the hidden, human value in the
story. 0
There is a myriad of activity going on in this Math
class. 0
Excellent organization. 0
After a short presentation of three digit columns and
sentence-form addition, an assignment was given. 0
Expectation levels are appropriate. 0
Your style is healthy for these kids. 0
There seems to be a relaxed but productive atmosphere
in this class. 0
Class is well organized and X. is in control of the situ-
ation. 0
You should give some more thought to procedures for the
remainder of the class while you are formally teaching.
R
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57 .
58 .
59 .
60.
61.
62 •
63.
64.
65.
66 .
67 .
68 .
69.
70.
71.
7 2 .
This same group matched words with pictures while
discriminating vowel sounds. R
Another small group visited X for word attack skills.
0
X is a good reflective listener. 0
She has a kind, relaxing voice and manner. 0
To increase rote skills, flash cards are very much in
evidence. 0
X checked progress of assigned work individually at
each desk. 0
Explanations were clear and corrections constructive.
0
The students then built words phonetically. 0
Positive reinforcement is the mode of operation in this
room. 0
Students responded favorably and cooperated well. 0
This is a very healthy learning environment. 0
Much of the behavior in this class was pure spontaneity.
0
X uses firmness with some behavior and discretion and
patience with other behavior. 0
X is obviously liked by his students. 0
The book reports were just fair. 0
It was obviously not clear to the class the importance
you placed on the completion of this assignment. 0
85
73.
74.
75.
76.
77 .
78.
79.
80.
81.
82.
83.
84.
85.
86 .
87 .
88 .
89.
The glrl ln thls ses sion is operating strictly
memory having very poor phonetic skills. 0
Refer this student for special services. R
X seems much more organized than last year and
from
is
making good use of new materials. 0
Continue to reinforce positively. R
Iry and isolate this one-on-one relationship as much
as possible. R
Your style is soothing and comfortable to this girl.
0
I have no problem with your methods and style. 0
Students treated each other and X with respect. 0
X interchanged vowels on a board and asked students to
identify them. 0
X has tapped this boy's interests and hobbies. 0
People are concerned in this room. 0
Ihey are attacking words well and are abviously develop-
ing confidence. 0
Objectives were valid and the strategies are obviously
needed. 0
X seems to be making headway with this particular young-
ster. 0
It seemed like fun for the student to be in this
exercise. 0
X taught suffixes including past tense and plurals.
X was very patient with this boy. 0
0
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Pupils working individually handled responsibility
beautifully. 0
91. Continue your expectation level with these kids. R
92. Allows student decisions within a framework. 0
93. Teacher is very much in control of herself. 0
94. These children are becoming accustomed to assuming
responsibility. 0
95. This is the cooperative attitude that scoffs at the
"need" for discipline as a pure science. 0
96. As well as allowing the children to come to your desk
to talk, it would prove helpful to move from desk to
desk offering same. R
97. Children, once motivated, worked the fractions with
ease. 0
98. X provided the impetus for a very sophisticated dialogue
between students.
99. Objectives were written and met. 0
100.
X manifests appropriate tactfulness and poise in her
dealings with pupils. 0
Statistical Design
The chi-square test for several proportions (Walpole,
Ronald E.
,
Elementary Statistical Concepts
,
pgs. 2 04-2 0 5) was
used
.
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CHAPTER IV
FINDINGS
This chapter treats the analysis of the data and sub-
sequent findings. The chapter addresses itself to the
established rater reliability as well as determinations for
all nine hypotheses.
Three raters (A, B, C) studied the prepared manual to
familiarize themselves with both the criteria used in
identifying a humanistic teacher behavior and samples of
behaviors classified under each criteria. A random sample
of 65 administrative, evaluative statements was rated on
three separate occasions in order to determine reliabilitv
among the three raters
.
Tables I, II, and III give an itemized account of the
ratings for the first run. Statements have been itemized,
by number, for each rater and, therefore, may be identified
using the list of statements found in the rater's manual,
Chapter III. Throughout the rater training the symbol (+) was
used to identify a humanistic teacher behavior, and the
symbol (-) was used to identify a teacher behavior identified
as non-humanist ic
.
Tables IV, V, and VI break down each rater's responses
by classification. The administrative statements used in the
rater's manual sample have been pre-determined by the author
as being observational in nature or given as a recommendation.
Tables IV, V, and VI, therefore, identify the following for
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TABLE I
Items for Rater A
Hun ill
Item Response Item Response Item Response Item Re soon se
1 + 17 + 33 + 49 +
2 + 18 + 3 4 + 50 +
3 + 19 + 35 - 51 +
4 + 20 - 3 6 + 52 +
5 + 21 - 3 7 + 53 _
6 - 22 + 38 + 54 +
7 + 23 + 39 + 55 -
8 + 2 4 + 4 0 + 56 -
9 - 2 5 + 41 - 57 +
10 + 26 + 42 - 58 -
11 + 27 + 4 3 + 59 -
12 + 28 + 44 - 60 +
13 + 29 - 4 5 - 61 -
14 - 30 + 46 - 62 -
15 + 31 + 47 + 63 +
16 + 32 - 4 8 + 64 +
65 +
+ = Identified Plurnanistic Teacher Behavior
Teacher Behavior Identified as Non-Hurnanis tic
23
4
5
6
7
8
9
10
11
12
13
14
15
16
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TABLE II
for Rater B
Run ill
Response Item Response Item Response Item
- 17 + 33 + 49
i'C o UvJil SG
- 18 - 3 4 + 50
+ 19 - 35 - 51 _
- 20 - 36 + 52 +
- 21 - 37 - 53 —
- 22 + 38 + 54 +
- 23 - 39 - 55 -
+ 2 4 - 4 0 + 56 -
- 25 - 41 - 57 +
+ 26 - 4 2 - 58 -
- 27 - 43 - 59 -
- 28 - 4 4 - 60 +
+ 29 - 4 5 - 61 -
- 30 + 46 - 62 -
- 31 - 47 - 63 -
- 32 — 48 6 4 +
65
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TABLE III
Items for Rater C
Run II 1
Item Response Item Response Item Response Item PoQnnnnn
1 + 17 + 3 3 + 49 +
2 - 18 + 3 4 + 50 +
3 + 19 + 3 5 - 51 +
4 + 20 - 36 + 52 +
5 - 21 + 37 - 53 4-
6 - 22 + 38 + 54 +
7 + 23 + 3 9 + 55 +
8 + 24 -- 4 0 + 5 6 -
9 - 25 + 41 + 57 +
10 + 26 - 42 - 58 -
11 + 27 + 43 + 59 -
12 + 28 + 4 4 60 +
13 + 29 - 4 5 + 61 +
14 - 30 + 46 - 62 +
15 + 31 4- 47 - 63 +
16 - 32 + 4 8 + 6 4 +
65 +
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TABLE IV
Kater A Totals by Classification
Run Hi
Item Type Response Item Type Response Item Type Response
1 0 + 23 0 + 45 R
2 R + 2 4 R - 4 6 R
3 R + 25 0 + 4 7 R
4 0 + 26 0 + 4 8 0 +
5 0 + 2 7 0 + 4 9 0 +
6 0 - 28 R + 50 0 +
7 0 + 29 0 - 51 0 +
8 0 + 30 0 + 52 0 +
9 0 - 31 R + 53 0
10 0 + 32 0 - 5 4 R +
11 R + 33 0 + 55 R
12 0 + 34 0 + 56 R
13 R + 35 0 - 5 7 0 +
14 0 - 3 6 0 + 58 0 __
15 0 + 37 0 + 59 0
16 0 + 38 0 + 60 0 +
17 0 + 39 0 + 61 0 _
18 0 + 40 R + 6 2 0 _
19 0 + 41 0 - 63 R +
20 0 - 4 2 R - 64 0 -
21 R - 4 3 0 + 65 0 +
22 0 + 44 R +
Rater A Totals by Classification
:
Observations +33
Observations -14
Recommendations +10
Recommendations - 8
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TABLE V
Rater 3 Totals by Classification
Run ffl
Item Type Response Item Type Re sponse Item Type Response
1 0 - 23 0 - 4 5 R
2 R - 24' R - 46 R
3 R + 25 0 - 4 7 R
4 0 - 26 0 - 4 8 0
5 0 - 27 0 - 4 9 0
6 0 - 28 R - 50 0
7 0 - 29 0 - 51 0
8 0 + 30 0 + 52 0 +
9 0 - 31 R - 53 0
10 0 + 32 0 - 54 R +
11 R -• 33 0 + 55 R
12 0 - 34 0 + 56 R
13 R + 35 0 - 57 0 +
14 0 - 36 0 + 58 0
15 0 - 37 0 - 59 0 _
16 0 - 38 0 + 60 0 +
17 0 + 3 9 0 - 61 0 —
18 0 - 40 R - 62 0 -
19 0 - 41 0 - 63 R -
20 0 - 42 R - 64 0 +
21 R - 43 0 - 65 0 -
22 0 + 44 R -
Rater B Totals by Classification
:
Observations +13
Observations -34
Recommendations + 3
Recommendations -15
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TABLE VI
Rater C Total by Classification
Run HI
Item TyP e Response Item Type Response Item Type Respon
1 0 + 23 0 + 4 5 R +
2 R - 24 R - 46 R
3 R + 25 0 + 4 7 R
4 0 + 2 6 0 - 4 8 0 +
5 0 - 27 0 + 4 9 0 +
6 0 - 28 R + 5 0 0 +
7 0 + 29 0 - 51 0 +
8 0 + 30 0 + 52 0 +
9 0 - 31 R + 53 0 +
10 0 + 32 0 + 54 R +
11 R + 33 0 + 55 R +
12 0 + 34 0 + 56 R _
13 R + 35 0 - 57 0 +
14 0 - 36 0 + 58 0 _
15 0 + 37 0 - 59 0 —
16 0 - 38 0 + 60 0 +
17 0 + 39 0 + • 61 0 +
18 0 + 40 R + 62 0 +
19 0 + 41 0 + 63 R +
20 0 - 42 R - 64 0 +
21 R + 43 0 + 65 0 +
22 0 + 44 R +
Rater C Totals by Classification:
Observations +35
Observations -12
Recommendations +12
Recommendations - 6
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each rater: Teacher behaviors identified as humanistic
and observational (0+); Teacher behaviors identified as
non-humanistic and observational (0-); Teacher behaviors
Identified as humanistic and stated as a recommendation
(R+); Teacher behaviors identified as non-humanistic and
stated as a recommendation (R-).
ine itemized account of agreement and disagreement
among the three raters is found in Table VII. The percent-
age of agreement among the raters for the first run showed
an unsatisfactory reliability of 46.1 percent. The per-
centage of first-run reliability among the raters according
to classification showed, in Table VIII, that agreement for
observational statements was at 42.5 percent and that
agreement for statements made as recommendations was at
44.4 percent.
Raters were interviewed by the author, upon completion
of the first run, to determine whether or not difficulties
had arisen in the interpretation of the manual. After
comparing comments made by the three raters, several sug-
gestions were added to the manual (Chapter III) in prepara-
tion for the second run. Table IX, X, and XI give an
itemized account of the ratings for the second run.
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TABLE VII
Totals Reliability for Raters A, B, C
Item Response Item Response Responseitem
1 N* 23 N 45 N
2 N 2 4 A 4 6 A
3 A** 25 N 47 A
4 N 26 N 48 N
5 N 27 N 49 N
6 A 28 N 50 N
7 N 29 A 51 N
8 A 30 A 52 A
9 A 31 N 53 N
10 A 32 M 54 A
11 N 33 A 55 N
12 N 34 A 56 A
13 A 35 A 57 A
14 A 36 A 58 A
15 N 37 N 59 A
16 N 38 A 60 A
17 A 39 N 61 N
18 N 4 0 N 62 N
19 N 41 N 63 N
2 0 A 42 A 64 N
21 N 43 N 65 N
22 A 44 N
Reliability Percentage = 46.1%
“N = ABC no agreement
= ABC agree
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TABLE VIII
Percentage of Observation and Recommendation Reliability
Item Type Response Item Type Response Item T^pe Response
1 0
2 R
3 R
4 0
5 0
6 0
7 0
8 0
9 L
10 L
11 R
12 0
13 R
14 0
15 0
16 0
17 0
18 0
19 0
20 0
21 R
22 0
N*
N
A**
N
N
A
N
A
A
A
N
N
A
A
N
N
A
N
N
A
N
A
23 0 N 45 R N
2 4 R A 46 R A
25 0 N 4 7 R A
26 0 N 4 8 0 N
2 7 0 N 49 0 N
28 R N 5 0 0 N
29 0 A 51 0 N
30 0 A 52 0 A
31 R N 53 0 N
32 0 N 54 R A
33 0 A 55 R N
3 4 0 A 56 R A
35 0 A 57 0 A
36 0 A 58 0 A
37 0 N 59 0 A
38 0 A 60 0 A
39 0 N 61 0 N
40 R N 62 0 N
41 0 N 63 R N
42 R A 64 0 N
4 3 0 N 65 0 N
44 R
'
N
Observation Classification Reliability = 42.5% (O.R.)
Recommendation Classification Reliability = 44.4% (R.R.)
*N = ABC no agreement
“*A = ABC agree
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TABLE IX
Items for Rater A
Run //2
Item Response Item Response Item Response T 1* rn
1 - 17 - 33 + 49
Ke s pon sg
2 + 18 + 34 + 50 .
3 - 19 - 3 5 -- 51
4 + 20 - 36 + 52 +
5 + 21 - 37 -- 53 +
6 - 22 + 38 + 54 +
7 - 23 - 39 - 55 -
8 + 24 - 4 0 + 56 -
9 - 25 + 41 + 57 +
10 + 26 - 4 2 - 58 -
11 + 27 + 4 3 - 59 -
12 + 28 + 4 4 - 60 +
13 + 29 - 45 - 61 --
14 - 30 + 4 6 - 62 -
15 - 31 + 4 7 - 63 +
16 - 32 — 48 64
65
Ite
1
2
3
4
5
6
7
8
9
10
11
12
13
14
IS
16
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TABLE X
for Rater B
Run // 2
Response Item Response Item Response Item Resoonse
- 17 + 33 + 4 9
— 18 - 34 + 50
+ 19 - 35 - 51 .
— 20 - 36 + 52 +
- 21 - 37 - 53
- 22 + 38 - 54 +
- 23 - 39 - 55
+ 24 - 4 0 - 5 6 —
- 25 - 41 + 5 7 +
+ 26 - 42 - 58 —
- 27 + 43 - 59 -
- 2 8 - 44 - 60 +
+ 29 - 45 - 61 -
- 30 + 46 - 62 -
- 31 - 47 - 63 -
- 32 - 48 64
65
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TABLE XI
Items for Rater C
Run if 2
Item Response Item Response Item Response Item Response
1 — 17 + 33 + 49 _
2 - 18 - 34 + 50
3 + 19 - 35 - 51
4 - 20 - 36 + 52 +
5 - 21 + 37 - 53
6 - 22 + 38 - 54 +
7 + 23 - 39 - 55
8 + 24 - 4 0 - 56 _
9 -- 25 + 41 + 57 +
10 + 26 - 42 - 58 ..
11 - 27 - 43 - 59 -
12 - 28 + 44 - 60 +
13 + 29 - 45 - 61 -
14 - 30 + 4 6 - 62 -
15 - 31 - 47 - 63 -
16 - 3 2 - 48 64
65
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Tables XII
,
XIII, and XIV break down each rater's re-
sponses by classification. The second-run itemized account
Of agreement and disagreement among the three raters is
ill Table XV. I he percentage of agreement among the
raters for the second run showed a satisfactory reliability
78.4 percent. The percentage of second-run reliability
among the raters according to classification showed, in Table
XVI, that agreement for observational statements was at 82.9
percent end that agreement for ot-.-i-nmnn + c j& otaLementu made as recommenda-
tions was at 61 percent.
Tables XVII, XVIII, and XIX give an itemized account of
the ratings for the third run. Tables XX, XXI, and XXII break
down each rater's responses by classification. The third-run
itemized account of agreement and disagreement among the three
raters is found in Table XXIII. The percentage of agreement
among the raters for the third run showed a satisfactory reli-
ability of 76.9 percent. The percentage of third-run reli-
ability among the raters according to classification showed,
in table XXIV, that agreement for observational statements was
at 82.9 percent and that agreement for statements made as re-
commendations was at 61 percent. These last two percentages
were identicaly to those in the second run.
Reliability having been established among the raters, the
300 statement sample was distributed to the raters in order
that determinations be made concerning the nine hypotheses. A
random sample of 100 statements was given the raters for each
of the three years of the study.
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TABLE XII
Rater A Totals by Classification
Item Type Response Item Type Re sponse Item IyjP e
Run //
2
Response
1 0 - 23 0 — 45 R
2 R + 2 4 R - 4 6 R
3 R - 25 0 + 47 R
4 0 + 26 0 - 4 8 0
5 0 + 27 0 + 49 0
6 0 - 28 R + 50 0
7 0 - 29 0 - 51 0
8 0 + 30 0 + 52 0 +
9 0 + 31 R + 53 0 +
10 0 - 32 0 - 54 R +
11 R + 33 0 + 55 R
12 0 + 34 0 + 56 R
13 R + 35 0 - 57 0
14 0 - 36 0 - 58 0
15 0 - 37 0 - 59 0
16 0 - 38 0 + 60 0 +
17 0 - 39 0 - 61 0
18 0 + 4 0 R + 62 0
19 0 - 41 0 + 63 R +
20 0 - 42 R - 64 0 _
21 R - 43 0 - 65 0
2 2 0 - 4 4 R
Rater A Totals by Classification:
Observation +16
Observation -31
Recommendation + 8
Recommendation -10
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table; xiii
Rater B Totals by Classification
Run // 2
Item Type Response Item Type Response Item lype
R
Respon
1 0 - 23 0 4 5
2 R - 24 R - 4 6 R
3 R + 25 0 - 4 7 R
4 0 - 26 0 - 4 8 0
5 0 - 2 7 0 + 4 9 0
6 0 - 28 R - 5 0 0
7 0 - 29 0 - 51 0
8 0 + 30 0 + 52 0 +
9 0 - 31 R - 5 3 0
10 0 + 32 0 - 54 R +
11 R - 33 0 + 55 R
12 0 - 34 0 + 56 R
13 R + 35 0 - 57 0 +
14 0 - 36 0 + 58 0 _
15 0 - 37 0 - 59 0
16 0 - 38 0 - 60 0 +
17 0 + 39 0 - 61 0 __
18 0 - 40 R - 62 0 _
19 • 0 - 41 0 - 63 R —
20 0 - 42 R - 64 0 —
21 R - 43 0 - 65 0 —
22 0 + 44 R _
Rater B Totals by Classification:
Observation +11
Observation -36
Recommendation + 5
Recommendation -13
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table XIV
Rater C Totals by Classification
Item Type Response Item Type Response Item Type
1 0 23 0 4 5 R
2 R 24 R 4 6 R
' 3 R 25 0 4 7 R
4 0 26 0 4 8 0
5 0 27 0 4 9 0
6 0 28 R 50 0
7 0 29 0 51 0
8 0 30 0 52 0
9 0 31 R 53 0
10 0 32 0 5 4 R
11 R 33 0 55 R
12 0 34 0 56 R
13 R 35 0 57 0
14 0 36 0 58 0
15 0 37 0 59 0
16 0 38 0 60 0
17 0 39 0 61 0
18 0 4 0 R 62 0
19 0 41 0 63 R
20 0 42 R 64 0
21 R 43 0 65 0
22 0 44 R
Run # 2
Response
Rater C Totals by Classification:
Observation +14
Observation -33
Recommendation + 5
Recommendation -13
table XV
Totals Reliability for Raters A B, C
Item Response
1
2
3
4
5
6
, 7
8
9
10
11
12
13
14
15
16
17
18
19
2 0
21
22
A*
• N**
N
N
N
A
N
A
A
A
A
N
A
A
A
A
N
N
A
A
N
A
Item Response Item Respons
23 A 45 A
24 A 46 A
25 A 47 A
26 A 48 A
27 A 49 A
28 N 50 A
29 A 51 A
30 A 52 A
31 M 53 N
32 A 54 A
33 A 55 A
34 A 56 A
35 A 57 A
36 A 58 A
3 7 A 59 A
38 N 60 A
39 A 61 A
40 N 62 A
41 A 63 N
42 A 64 A
43 A 65 A
4 4 A
Reliability Percentage =
*A = ABC agree
**N = ABC no agreement
76 . 9
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TABLE XVI
Percentage of Observation and Recommendation Reliability
Item Type Re sponse Item Type Response Item
1 0 A* 2 3 0 A 45
2 R N** 2 4 R A 46
3 R N 25 0 A 47
4 0 N 26 0 A 48
5 0 N 27 0 A 49
6 0 A 28 R N 50
7 0 N 29 0 A 51
8 0 A 30 0 A 52
9 0 A 31 R N 53
10 0 A 32 0 A 54
11 R A 33 0 A 55
12 0 N 34 0 A 56
13 R A 35 0 A 57
14 0 A 36 0 A 58
15 0 A 37 0 A 59
16 0 A 38 0 N 60
17 0 N 3 9 0 A 61
18 0 N 40 R N 62
19 0 A 41 0 A 63
20 0 A 42 R A 64
21 R N 43 0 A 65
22 0 A 44 R A
!
Observation Type Reliability = 82.9%
Recommendation Type Reliability = 61 %
Type Response
R
R
R
0
0
0
0
0
0
R
R
R
0
0
0
0
0
0
R
0
0
A
A
A
A
A
A
A
A
N
A
A
A
A
A
A
A
A
A
N
A
A
*A = ABC agree
**N = ABC no agreement
ite:
Ite
1
2
3
4
5
6
7
8
9
10
11
12
13
14
15
16
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TABLE XVII
for Rater A
Run if 3
Response Item Response Item Response I tern
- 17 + 33 + 4 9
+ 18 + 3 4 + 50
+ 19 - 35 -- 51 _
+ 20 - 36 + 52 +
+ 21 - 37 - 5 3 +
- 22 + 38 + 54 +
- 23 - 39 - 55 -
.
+ 24 - 40 + 56 -
- 25 + 41 + 57 +
+ 26 - 4 2 - 58 -
+ 27 + 43 - 59 -
+ 28 + 44 - 60 +
+ 2 9 - 45 - 61 -
- 30 + 46 - 62 -
- 31 + 47 - 63 +
- 32 .. 48 64
65
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TABLE XVIII
Items for Rater B
Run # 3
I tern Response Item Response Item Res non se Item Response
1 - 17 + 33 + 49
2 - 18 - 34 + 50
3 + 19 - 35 *• 51 _
4 - 20 - 36 + 52 +
5 - 21 - 37 - 53 —
6 - 22 + 38 - 54 +
7 - 2 3 - 39 - 55 -
8 + 24 - 40 - 56 -
9 - 25 - 41 + 57 +
10 + 26 - 42 - 58 -
11 - 27 + 43 - 59 -
12 - 28 - 4 4 - 60 +
13 _L 29 - 45 - 61 -
14 - 3 0 + 4 6 - 62 -
15 - 31 - 47 - 63 -
16 - 3 2 - 48 64
65
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TABLE XIX
Items for Rater C
Run // 3
Item Response Item Response Item Response Item Resnonse
1 - 17 + 33 + 49
. 2 - 18 - 34 + 50
3 + 19 - 35 - 51
4 - 20 - 36 + 52 +
5 - 21 + 37 - 53
6 - 22 + 38 - 54 +
7 + 23 - 39 - 55 __
8 + 24 - 40 - 5 6 —
9 - 25 + 41 + 57 +
10 + 26 - 42 - 5 8 -
11 - 2 7 + 43 - 59 -
12 - 28 + 4 4 - 60 +
13 + 29 - 45 - 61 -
14 - 30 + 4 6 - 62 -
15 - 31 - 47 - 63 -
16 - 32 - 48 - 64 -
6 5 _
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TABLE XX
Rater A Totals by Classification
Item Type Response Item Type Response Item Type Response
1 0 - 23 0 - 4 5 R
2 R + 2 4 R - 4 6 R
3 R + 25 0 + 47 R
4 0 + 26 0 - 4 8 0
5 0 + 27 0 + 4 9 0
6 0 - 28 R + 50 0 ,
7 0 - 29 0 - 51 0
8 0 + 30 0 + 52 0 +
9 0 - 31 R + 53 0 +
10 0 + 32 0 - 5 4 R +
11 R + 33 0 + 55 R
12 0 + 34 0 + 56 R
13 R + 35 0 - 57 0 +
14 0 - 36 0 + 58 0
15 0 - 37 0 - 59 0 _
16 0 - 38 0 + 60 0 +
17 0 + 39 0 - 61 0 -
18 0 + 40 R + 62 0 -
19 0 - 41 0 + 63 R +
20 0 - 42 R - 64 0 -
21 R - 4 3 0 -- 65 0 -
22 0 + 44 R -
Rater A Totals by Classification:
Observation +20
Observation -27
Recommendation + 9
Recommendation - 9
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TABLE XXI
Rater B Totals by Classification
Run // 3
Item Type Respon se Item Type Response Item Type Respon
•1 0 - 23 0 - 45 R
2 R - 24 R - 46 R
3 R + 25 0 - 47 R
4 0 - 26 0 - 48 0
5 0 - 27 0 + 4 9 0
6 0 - 28 R - 50 0
7 0 - 29 0 - 51 0 _
8 0 + 30 0 + 52 0 +
9 0 - 31 R - 5 3 0
10 0 + 32 0 - 54 R +
11 R - 33 0 + 55 R
12 0 - 34 0 + 56 R
13 R + 35 0 - 57 0 +
14 0 - 36 0 + 58 0
15 0 - 37 0 - 59 0 _
16 0 - 38 0 - 60 0 +
17 0 + 39 0 - 61 0 _
18 0 - 40 R - 62 0 —
19 0 - 41 0 + 63 R -
20 0 - 42 R - 64 0 -
21 R - 43 0 - 65 0 -
22 0 + 44 R -
Rater B Totals by Classification
:
Observation + 13
Observation -34
Recommendation + 3
Recommendation -15
Ill
table XXII
Rater C Totals by Classification
Run II 3
item Type Response Item Type Response Item Type Response
1 0 - 23 0 - 45 R
2 R - 2 4 R - 4 6 R
3 R + 2 5 0 + 4 7 R
4 0 - 26 0 - 4 8 0
5 0 - 27 0 + 49 0
6 0 - 28 R + 50 0
7 0 + 29 0 - 51 0
8 0 + 30 0 + 52 0 +
9 0 - 31 R - 5 3 0
10 0 + 32 0 - 54 R +
11 R - 33 0 + 55 R
12 0 - 34 0 + 56 R
13 R + 35 0 - 57 0 +
14 0 - 36 0 + 58 0
15 0 - 37 0 - 59 0
16 0 - 38 0 - 60 0 +
17 0 + • 39 0 - 61 0
18 0 - 40 R - 62 0
19 0 - 41 0 + 63 R _
20 0 - 4.2 R - 6 4 0 _
21 R + 43 0 - 65 0 _
22 0 + 44 R -
Rater C Totals by Classification
:
Observation +15
Observation -32
Recommendation + 5
Recommendation -13
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TABLE XXIII
Totals Reliability for Raters A, B, C
Item Response Item Response Item Response
1 A* 23 A 4 5 A
2 N** 24 A 4 6 A
3 A 25 N 47 A
4 N 26 A 48 A
S N 2 7 A 49 A
6 A 28 N 50 A
7 N 29 A 51 A
8 A 30 A 52 A
9 A 31 N 53 N
10 A 32 A 5 4 A
11 N 33 A 55 A
12 N 3 4 A 56 A
13 A 35 A 57 A
14 A 36 A 58 A
15 A 37 A 59 A
16 A 38 N 60 A
17 A 39 A 61 A
18 N 4 0 N 62 A
19 A 41 A 63 N
20 A 42 A 6 4 A
21 N 4 3 A 65 A
22 A 4 4 A
Reliability Percentage =
*A = ABC agree
"*N = ABC no agreement
76. 9
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TABLE XXIV
Percentage of Observation and Recommendation Reliability
Item. Type Response Item Type Response Item Type Respon
1 0 A* 23 0 A 4 5 R A
2 R N** 24 R A 4 6 R A
3 R A 25 0 N 4 7 R A
4 0 N 26 0 A 4 8 0 A
5 0 N 27 0 A 4 9 0 A
6 • 0 A 28 R N 50 0 A
7 0 N 29 0 A 51 0 A
8 0 A 30 0 A 52 0 A
9 0 A 31 R N 53 0 N
10 0 A 32 0 A 54 R A
11 R N 33 0 A 55 R A
12 0 N 34 0 A 56 R A
13 R A 35 0 A 57 0 A
14 0 A 36 0 A 58 0 A
15 0 A 37 0 A 59 0 A
16 0 A 38 0 N 60 0 A
17 0 A 39 0 A 61 0 A
18 0 N 40 R N 62 0 A
19 0 A 41 0 A 63 R N
20 0 A 42 R A 64 0 A
21 R N 43 0 A 65 0 A
22 0 A 44 R A
Observation Type Reliability = 82.9%
Recommendation Type Reliability =61 %
*A = ABC agree
"
* N = ABC no agreement
11*4
this
The hypotheses which have guided the conduction of
study and subsequent determinations are as follows
Hypothesis //I
In an environment in which both teachers and adminis-
trators have been exposed to an equal amount of training in
psychological education, there will be a significant dif-
ference between the number of humanistic teacher behaviors
identified by administrators’ evaluative comments and the
number of humanistic teacher behaviors, similarly identified
m a Previous year in which neither teachers nor administra-
tors were exposed to training in psychological education.
SUPPORTED
Hypothesis \\2
In an environment in which administrators have an addi-
tional training component specifically dealing with super-
visory behavior and psychological education, there will be
a significant difference between the number of humanistic
teacher behaviors identified by administrators' evaluative
comments and the number of humanistic teacher behaviors,
similarly identified in a previous year in which both teachers
and administrators had been exposed to an equal amount of
training in psychological education.
TAILED TO SUPPORT
Hypothesis 113
In an environment in which administrators have an addi-
tional training component specifically dealing with supervisory
115
4
behavior and psychological education, there will be a
significant difference between the number of humanistic
teacher behaviors identified by administrators' evalua-
tive comments and the number of humanistic teacher be-
haviors, similarly identified in a previous year in which
neither teachers nor administrators were exposed to train-
ing in psychological education.
SUPPORTED
Hypothesis H 4
In an environment in which both teachers and adminis-
trators have been exposed to an equal amount of training
in psychological education, there will be a significant
difference between the number of humanistic teacher behaviors
identified by administrators' evaluative, observational
comments and the number of humanistic teacher behaviors,
similarly identified in a previous year in which neither
teachers nor administrators were exposed to training in psycho-
logical education.
SUPPORTED
Hypothesis #5
In an environment in which administrators have an addi-
tional training component specifically dealing with supervisory
behavior and psychological education, there will be a signifi-
cant difference between the number of humanistic teacher be-
haviors identified by administrators' evaluative, observational
comments and the number of humanistic teacher behaviors,
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s .imilarly
teachers
amount of
identified in a previous year in which both
and administrators had been exposed to an equa
training in psychological education.
1
FAILED TO SUPPORT
Hypothesis //
6
In an environment in which administrators have an
additional training component specifically dealing with
supervisory behavior and psychological education, there
will be a significant difference between the number of
humanistic teacher behaviors identified by administrators'
evaluative, observational comments and the number of human-
istic teacher behaviors, similarly identified in a previous
year in which neither teachers nor administrators were*
exposed to training in psychological education.
SUPPORTED
Hypothesis it-
7
In an environment in which both teachers and adminis-
trators have been exposed to an equal amount of training in
psychological education, there will be a significant dif-
ference between the number of humanistic teacher behaviors
identified by administrators' evaluative, recommendation
comments and the number of humanistic teacher behaviors,
similarly identified in a previous year in which neither
teachers nor administrators were exposed to training in
psychological education.
FAILED TO SUPPORT
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Hypothesis // 8
In an environment in which administrators have an
additional training component specifically dealing with
supervisory behavior and psychological education, there
will be a significant difference between the number of
humanistic teacher behaviors identified by administrators’
evaluative, recommendation comments and the number of human-
istic teacher behaviors, similarly identified in a previous
year in which both teachers and administrators had been
exposed to an equal amount of training in psychological
education
.
FAILED TO SUPPORT
Hypothesis if 9
In an environment in which administrators have an addi-
tional training component specifically dealing with super-
visory behavior and psychological education, there will be
a significant difference between the number of humanistic
teacher behaviors identified by administrators' evaluative,
recommendation components and the number of humanistic teacher
behaviors, similarly identified in a previous year in which
neither teachers no administrators were exposed to training
in psychological education.
FAILED TO SUPPORT
Hypothes is // 1
0
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In an environment in which both teachers and adminis-
trators have been exposed to an equal amount of training in
psychological education and the administrators have an
additional training component specifically dealing with
supervisory behavior and psychological education, there will
be an increase in the proportion of humanistic teacher be-
haviors identified by the administrators over a three year
period
.
SUPPORTED
Hypothesis //I 119
Tables XXV and XXVI give an itemized account of identi-
fied humanistic teacher behaviors for the school years 1971-72,
1972-73 respectively. For a behavior to be identified as a
humanistic teacher behavior it must have the agreement of all
three raters.
The change m the number of humanistic teacher behaviors
identified from 1971-72 to 1972-73 was significant (p < .05)
as shown in Table XXVII.
Hypothesis #2
Table XXVIII gives an itemized account of identified
humanistic teacher behaviors for the school your 1973 - 74
. The
change from 19 72-/3 school year to 1973-74 was not significant
(see Table XXIX).
Hypothesis #3
In testing for the significance of change in the number of
humanistic teacher behaviors identified in the 1971-72 school
year and the number identified in the school year 1973 - 74
,
the
change was determined to be significant (p < .01) as shown in
Table XXX.
Hypothesis it 4
In testing for the significance of change in the number of
humanistic teacher behaviors found in the observation classifi-
cation (1971-72) and the number identifiedin the 1972-73 school
year, the change was determined to be significant (p < .05) as
shown in Table XXXI.
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TABLE XXV
Totals for A, B, C
1971-72
1 - 26 -
2 - 2 7 -
3 - 28 -
4 - 29 -
5 - 30 -
6 - 31 -
7 - 32 -
8 - 33 -
9 - 34 -
10 - 35 -
11 - 36 -
12 - 37 -
13 - 38 -
14 - 3 9 -
15 - 40 -
16 - 41 -
17 - 42 -
18 - 4 3 -
19 - 4 4 -
20 - 45 -
21 - 46 -
22 - 47 +
23 - 48 -
24 - 49 -
25 _ 50 • _
51 - 7 6 _
52 - 77 _
53 - 78 _
5 4 - 79 —
55 - 80 -
56 - 81 -
57
.
- 82 -
58 + 83 -
59 + 84 -
60 - 8 5 -
61 - 86 -
62 - 87 +
63 - 88 +
6 4 - 89 -
65 - 90 +
66 - 91 -
6 7 + 92 -
68 - 93 +
69 - 94 -
70 - 95 +
71 - 96 -
72 - 97 -
73 - 98 -
74 - 99 -
75 _ 100 _
+ 9
91
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TABLE XXVI
Totals for A, B, C
1972-73
1
2 +
3
4
5
6
7
8
9
10
11
12
13
14
15
16
17
18 +
19 +
20
21
22
23
24 +
25
26 - 51 - 7 6
27 - 52 - 77
28 - 53 - 7 8
29 - 5 4 - 79 +
30 - 55 - 80
31 - 56 + 81
32 - 57 - 82
33 - 58 - 83 _
3 4 - 59 + 84 _
35 + 60 - 85 +
36 + 61 - 86
37 - 62 - 87 +
3 8 - 63 - 88 _
39 + 64 - 89 _
40 - 65 - 90 +
41 + 66 - 91 _
42 - 67 - 92
4 3 - 68 - 93 +
4 4 - 69 - 94 -
45 - 70 - 95 -
46 - 71 + 96 -
4 7 - 72 + 97 -
48 - 7 3 - 98 +
49 - 74 + 99 +
50 - 75 — 100 _
+ 20
80
TABLE XXVII
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Humanistic: Behaviors Observed and
Behaviors Observed for the 1971-72
Non-Humanist ic
and 1972-73 Years
1971-72 1972-73 Total
Humanistic
Teacher
Behaviors
9 (14.5) 20 (14.5) 29
Non-Humanist ic
Teacher
Behaviors
91 (85.5) 80 (85.5) 171
TOTAL 100 100 200
X
2
= 4 .89 df = 1 p < . 05
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TABLE XXVIII
Totals for A, B, C
1973-74
1 — 26 + 51 - 76
2 27 - 52 - 77
3 28 + 5 3 + 78
4 — 29 - 54 - 79
5 + 30 + 55 - 80
6 — 31 - 56 - 81
7 — 32 - 57 - 82
8 — 33 - 58 - 83
9 - 34 + 59 + 84
10 - 35 + 60 + 85
11 - 36 - 61 - 86
12 - 37 - 62 - 87
13 + 38 - 63 - 88
14 + 39 - 64 - 89
15 + 40 - 65 + 90
16 - 41 - 66 - 91
17 + 42 - 67 - 92
18 - 43 - 68 - 93
19 - 44 - 69 + 94
2 0 - 45 - 70 - 95
21 - 46 - 71 - 96
22 - 4 7 - 72 - 97
23 - 48 + 73 - 98
24 - 4 9 - 74 - 99
25 - 50 - 75 _ 100
+ 25
75
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TABLE XXIX
Humanistic Behavior Observed and
Behavior Observed for the 1972-73
Non
-Humanistic
and 1973-74 Years
Humanistic
Teacher
Behaviors
Non-Humanist ic
Teacher
Behaviors
TOTAL
1972-73 1973-74 Total
20 (22.5) 25 (22.5) 45
80 (77.5) 75 (77.5) 155
100 100 200
X
2
=
-718 df = 1 p > . 30
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TABLE XXX
Humanistic Behavior Observed and Non-Humanist icBehavior Observed for the 1971-72 and 1973-74 Years
1971-72 1973-74 Total
Humanistic
Teacher
Behaviors
9 (17) 25 (17) 34
Non-Hurnanistic
Teacher
Behaviors
91 (83) 75 (83) 166
TOTAL
%
100 100 200
X
2 - 9 .08 df = 1 p < .01.
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TABLE XXXI
Humanistic Behavior Observecl and Non-Humanist io BehavioruDservcd in the Observation Classificationfor the 1971-72 and 1972-73 Years
1971-72 1972-73 Total
Humanistic
Teacher
Behaviors
7 (11.4) 17 (12.6) 24
Non
-Humanist ic
Teacher
Behaviors
73 (68.6) 71 (75.4) 144
TOTAL 80 88 168
X
2
= 3.964 df = 1 p < . 05
Hypothesis it 5 127
In testing for the significance of change in the
of humanistic teacher behaviors found in the observati
classification (1972-73) and the number identified in
1973-74 school year, the change was determined not to
ficant as shown in Table XXXII.
Hypothes i s // 6
number
on
the
be signi-
In testing for the significance of change in the number
of humanistic teacher behaviors found in the observation
classification (19/1-72) and the number identified in the 1973-74
school year, the change was determined to be significant
(p < .01) as shown in Table XXXIII.
Hypothesis II 7
In testing for the significance of change in the number
of humanistic teacher behaviors found in the recommendation
classification (1971-72) and the number identified in the
1972-73 school year, the change was determined not to be
significant as shown in Table XXXIV.
Hypothesis fl
8
In testing for the significance of change in the number of
humanistic teacher behaviors found in the recommendation classi-
fication (1972-73) and the number identified in the 1973-74
school year, the change was determined not to be significant
as shown in Table XXXV.
Hypothesis //
9
In testing for the significance of change in the number of
humanistic teacher behaviors found in the recommendat ion classi-
fication (1971-72) and the number identified in the 1973-/4
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TABLE XXXII
umanistic Behavior Observed and Non-Humanist ic BehaviorObserved in the Observation Classification'for the 1972-73 and 1973-74 Years
1972-73 1973-74 Total
Humanistic
Teacher
Behaviors
17 (19.5) 21 (18.5) 38
Non-Humanistic
Teacher
Behaviors
71 (68.5) 62 (64.5) 133
TOTAL 88 83 171
X
2
= .847 i
—1II4hT3 p > . 70
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TABLE XXXIII
Humanistic Behavior Observed and Non-Humanist ic Behaviorobserved in the Observation Classiciationfor the 1971-72 and 1973-7'. Years
1971-72 1973-74 Total
Humanistic
Teacher
Behaviors
7 (13.7) 21 (14.3) 28
Non-Humanistic
Teacher
Behaviors
73 (66.3) 62 (68.7) 135
TOTAL 80 83 163
X
2
= 7.75 df = 1 p < . 01
tabli.: XXXIV
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Humanistic^Boltavior °bserve<l and.Non-Humanistic BehaviorDserved in the Recommendation Classificationfor the 1971-72 and 1972-73 Years
1971-72 1972-73 Total
Humanistic
Teacher
Behavior
2 (3.1) 3 (1.9) 5
Non
-Humanist ic
Teacher
Behavior
18 (16.9) 9 (10.1) 27
TOTAL 20 12 32
X
2
= 1.15 df = 1 p > . 20
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TABLE XXXV
Humanistic Behavior Observed and Non-Human ist ic BehaviorObserved in the Recommendation Classification
for the 1972-73 and 1973-74 Years
1972-73 1973-74 Total
Humanistic
Teacher
Behaviors
3 (2.9) 4 (4.1) 7
Non-Humanistic
Teacher
Behaviors
9 (9.1) 13 (12.9) 22
TOTAL 12 17 29
X
2
= .007 df = 1 p > . 9 0
school year, the change was determined not to be
as shown in Table XXXVI.
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significant
Hypothesis // 1
0
In testing for the significance of change in the pro-
portion of humanistic teacher behaviors identified over the
three year period, the change was determined to be significant
(p .025) as sown in Table XXXVII.
Total Humanistic Teacher Behaviors for each of the three
school years were then identified as having been performed by
a teacher with more or less than 10 years experience. This
determination is shown, using percentage, in Table XXXVIII.
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TABLE XXXVI
Humanistic Behavior
Observed in the
for the
Observed and Non-Humanist ic Behavior
Recommendation Classification
i
^
7 1 — / 2 and 1973 — 7 4 Years
1971-72 1973-74 Total
Humanistic
Teacher
Behaviors
2 (3.2) 4 (2.8) 6
Non- Humanistic
Teacher
Behaviors
18 (16.8) 13 (14.2) 31
TOTAL 20 17 3 7
X
2 - 1.15 df = 1 p > . 20
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TABLE XXXVII
Test for Several Proportions
1971-72 1972-73 1973-74 Total
Humanistic
Teacher
Behaviors
9 (18) 20 (18) 25 (18) 54
Non-Human is tic
Teacher
Behaviors
91 (82) 80 (82) 75 (82) 246
TOTAL 100 100 100 300
X
2
= 9.07 df = 2 p .025
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TABLE XXXVIII
EXPERIENCE RELATIONSHIPS
Teachers With
10 Years Teaching
Experience or More
Teachers With
Less Than 10 Years
Teaching Experience
Humanistic Teacher
Behaviors (1971-72) 88.8%
Humanistic Teacher
Behaviors (1972-73) 60.0%
Humanistic Teacher
Behaviors (1973-74) 56.0% 44
.
0
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CHAPTER V
DISCUSSION AND IMPLICATIONS OF THE FINDINGS
This research was undertaken to examine humanistic
teacher behavior and the value of training public school
administrators m recognizing these types of behaviors.
The study first examined classroom observation reports made
by four elementary principals to determine evidence of re-
ported humanistic teacher behaviors in a year when neither
teachers nor administrators had exposure to humanistic
education. Secondly, during the next year, when both
teachers and administrators experienced equal training in
humanistic education, evidence of reported humanistic teacher
behaviors was compared, quantititatively
,
to that of the first
year of the study. During the third year of the study when
teachers and administrators had received equal training in
humanistic education and the administrators received additional
training in identifying humanistic teacher behaviors, evidence
of reported humanistic teacher behaviors was compared, quanti-
tatively, to that of the second and the first year of study.
Teacher behaviors reported by administrators in the public
school system used in this study fell into two classif icat ions--
observations and recommendations. These two classifications
were considered throughout the study to explore any relation-
ships between the classifications and identified humanistic
teacher behaviors.
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Finally, the study examined possible relationships
between reported teacher behaviors and teacher experience
m each of the three years of the study.
Nine hypotheses were studied concerning the three years
of the study.
CONCLUSIONS AND DISCUSSIONS OF FINDINGS
Hypothesis ill
In testing for the significance of change in the number
of humanistic teacher behaviors identified in the 1971-72
school year and the number identified in the school year
1972-73, the change was determined to be significant at the
<.05 level. It does seem apparent, that after one year of
training, there was a significant increase in identified
humanistic teacher behaviors. One of two conclusions could
be drawn from this increase: 1. The teachers in the sample
began to behave according to the criteria prescribed for
humanistic teaching and, therefore, administrators were then
in a position to identify the behavior. 2. The teachers in
the sample had, for years, been behaving according to the
criteria prescribed for humanistic teaching but had not had this
behavior recorded by administrators because these behaviors did
not receive the focus or importance they did in the second year
of the study.
Hypothesis //
2
In testing for the significance of change in the number of
humanistic teacher behaviors identified in the 1972-/3 school
138
year and the number identified in the school year 1973 - 74
,
the change was determined to be significant at the>.30 level.
This slight, but not so significant, increase suggests that
the true impact occurred by virtue of the teacher and adminis-
trative training in the second year of the study, and not
from specific administrative training designed to increase
their ability to identify such behaviors. It also suggests
the advisability of training teachers and administrators
simultaneously
.
Hypothesis //
3
In testing for the significance of change in the number of
humanistic teacher behaviors identified in the 1971-72 school
year and the number identified in the school year 1973-74, the
change was determined to be significant at the <.01 level.
Although this increase is very significant, it must be remem-
bered that the second year of the study appears to have con-
tributed more to the overall change than any other. This in-
crease does, however, give the total impact over a three-year
period
.
Hypothesis #4
In testing for the significance of change in the number of
humanistic teacher behaviors found in the observat ion classifi-
cation (1971-72) and the number identified in the 1972-73 school
year, the change was determined to be significant at the ' . 05
level. The tendency of the administrators to address themselves
to humanistic teacher behaviors when making an observation comment
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is apparent. Many times the observational comment carries
little or no judgment with it and can be made in a factual,
reporting-like style.
Hypothesis //
5
In testing for the significance of change in the number
of humanistic teacher behaviors found in the observation
classification (1972-73) and the number identified in the
19/3-74 school year, the change was determined to be signifi-
cant at the >.70 level. This slight increase is noteworthy
but once again the impact occurs in the second year of the
study and not, apparently, when administrators were trained
specifically to identify humanistic teacher behaviors.
Hypothesis #6
In testing for the significance of change in the number
of humanistic teacher behaviors found in the observation
classification (1971-72) and the number identified in the
1973-74 school year, the change was determined to be signifi-
cant at the <.01 level. The administrators, for the three
year period, greatly increased observational comment relating
to humanistic teacher behavior contrary to results found in
the recommendation classification. This comparison may indi-
cate that administrators would, in an innovative setting,
prefer to simply identify these behaviors rather than reinforce
or praise the same behaviors while recommending.
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Hypothesis //
7
'
In testing for the significance of change in the number of
humanistic teacher behaviors found in the recommendation classi-
fication (19/1-72) and the number identified in the 1972-73
school year, the change was determined to be significant at the
>.20 level. There was no substantial increase found in this
area or in other hypotheses dealing with the recommendation
classification (#8, 9).
Hypothesis it 8
In testing for the significance of change in the number of
humanistic teacher behaviors found in the recommendation classi-
fication (1972-73) and the number identified in the 1973-74 school
year, the change was determined to be significant at the >.90 level.
Hypothesis //
9
In testing for the significance of change in the number of
humanistic teacher behaviors found in the recommendation classifi-
cation (1971-72) and the number identified in the 1973-74 school
year, the change was determined to be significant at the >.20 level.
Hypothesis #10
It was concluded that the proportions of identified Humanis-
tic Teacher Behaviors for the three years of the study were not
equal to one another. This result was found to be significant at
the .025 level. This finding supports the alternate hypothesis
which states that the proportions of identified Humanistic Teacher
Behavior are not equal and suggests the change (increase) over
the three year project was not likely to be attributable to chance.
Total humanistic teacher behaviors for each of the three
school years were then identified as having been performed by a
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teacher with more or less than 10 years experience. Of the total
humanistic teacher behaviors identified in the first year of the
study, 88.8 percent were attributed to teachers with 10 years of
teaching experience of more and 11.2 percent attributed to teachers
with less than 10 years teaching experience. Of the total iden-
tified in the second year of the study, 60.0 percent were attri-
buted to teachers with 10 years of teaching experience or more and
40.0 percent attributed to teachers with less than 10 years teach-
ing experience
. OF the total humanistic teacher behaviors identi-
fied in the third year of the study, 56.0 percent were attributed
to teachers with 10 years of teaching experience or more and 44.0
percent attributed to teachers with less than 10 years teaching
experience
.
Humanistic teacher behaviors were described in the review of
literature as ingredients in a classrooom environment that were
helpful toward creating an environment conducive to the emotional
growth. This study has in no way attempted to measure the multi-
tude of external influences on teacher behavior. Administrative
evaluation is but one. It was also not the purpose of this study
to suggest that the rise or fall in identified humanistic teacher
behaviors be an indication of teacher humanness or lack of humanness.
Implications for Training Programs
Both the teacher and administrator training program this study
has been involved with has been an inservice training program.
The important of inservice training has magnified in the past
several years. This is largely due to less newly trained
teachers coming into school systems and teaching staffs becoming
more stabilized. Inservice training is seen as a method of
updating teacher skills and facilitating innovation. One of
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those innovations,
tion
.
hopefully, will be psychological educa-
The teachers and administrators in this project were
involved in extensive inservice training. It would be diffi-
cult for other school systems to set aside the amount of time
devoted here to such training without special funding. The
availability of graduate students devoted to developing psycho-
logical education and willing to pool their talents and endless
hours made this inservice program difficult to duplicate.
The significant aspects of this study fall around the
second year when teachers and administrators were trained simul-
taneously. These results match-up nicely with expressions made
by the trained teachers at the end of that year:
87 percent felt they had an adequate understanding of
the goals of humanistic education.
72 percent felt the need for this type of an experience.
63 percent felt that humanistic education enhanced their
teaching
.
27 percent felt they had some of the skills needed to
implement humanistic education.
26 percent felt they had most of the skills.
Suggestions for Further Research
Of greatest interest to this investigator would be further
research concerning the effects of direct training programs for
teachers and administrators focusing on humanistic teacher be-
haviors where there are control and experimental groups available.
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Research needs to be undertaken with a more direct
measure of teacher behaviors and their effects on classroom
environment. An adequate link has never been established
between expressed attitudes and behavior and actual class-
room behavior.
Lastly, the entire area of administrative priorities
and their ability to be changed must be explored. Can, with
effective intervention, administrators begin to recognize,
value, and stress methodologies they had not previously
prized?
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APPENDIX A
SAMPLE ADMINISTRATIVE SEMINAR MEMORANDUM
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January 31, 1974
All Administrators
Dorie Shallcross
Administrators’ Seminar
The next meeting of the Administrators' Seminar will be
held on Thursday, February 28, 1:00 - 4:00 P.M., in the
Sheffield School Cafeteria.
This session of the seminar will include the following:
1.
The importance of non-verbal behavior being consistent
with verbal ones. Title III staff member Donna Mulcahey, who
has done a considerable amount of work in this area, will help
out
.
TO:
FROM:
RE:
2. Generating a working list of observable Humanistic
teacher behaviors and skills.
3. Supervisory strength training. Through the use of
video recording and playback, we will role-play and analyze
Humanistic supervisory approaches.
4. Take steps toward developing an administrators' support
group. A specific issue raised by an individual administrator
will be presented in the form of a case study so that we might
do some group problem-solving. Hopefully, problem-solving of
one of our concerns will become a regular feature of all our
sessions. Trudy has graciously "volunteered" to present the
first case study.
APPENDIX B
EXCERPTS EROM MANAGEMENT OF ORGANIZATIONAL
BEHAVIOR, SECOND EDITION
152
D. Shallcross
EXCERPTS FROM MANAGEMENT OF ORGANIZATIONAL
BEHAVIOR, SECOND EDITION
by KEN BLANCHARD
Task Behavior* - Ihe extent to which a leader is likely to
organize and define the roles of the members of his group(followers); to explain what activities each is to do and
when, where, and how tasks are to be accomplished; charac-
terized by endeavoring to establish well-defined patterns
of organization, channels of communication, and ways of
getting jobs accomplished.
Relationships Behavior - The extent to which a leader is
likely to maintain personal relationships between himself
and the members of his group (followers) by opening up
channels of communication, delegating responsibility, giving
subordinates an opportunity to use their potential; charac-
terized by socio-emot ional support, friendship, and mutual
trust
.
2. In discussing effectiveness it is important once again to
distinguish between management and leadership . In essence,
leadership is a broader concept than management. Management
is though of as a special kind of leadership in which the
accomplishment of organizational goals in paramount. While
leadership also involves working with and through people to
accomplish goals, these goals are not necessarily organiza-
tional goals. Thus, in discussing effectiveness we must
recognize the difference between individual goals
,
organiza -
tional goals
,
leadership, and management .
3. Effectiveness is actually determined by whatever the manager
and the organization decide are their goals and objectives,
but they should consider these factors: Output variables ,
intervening variables
,
short-range goals
,
and long-range
goals .
4. What dermines which motives a person will attempt to satisfy
through activity? The need with the greatest strength (Pre-
potent Motive) at a particular moment in time leads to
activity. Satisfied needs decrease in strength and normally
do not motivate individuals to seek goals to satisfy them.
APPENDIX C
SAMPLE ADMINISTRATIVE SEMINAR MEMORANDUM
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TO: ALL ADMINISTRATORS
FROM: DORIE SHALLCROSS
RE: ADMINISTRATORS SEMINAR IN HUMANISTIC EDUCATION
DATE: October 26, 1973
The following is a list of expectationsby the participants during the first session
The Administrators Seminar in Humanistic
/goals generated
(October 25th)
Education
.
1. Acquire solid knowledge of Humanistic Education
curriculum.
Be task-oriented, i.e.
,
defining the observable
Humanistic Education teacher skills and behaviors.
View video tapes of affective teaching and analyze
together
.
4. Analyze what we see in classroom observations.
5. Define the framework which Project C.A.R.A. is
coming from.
6. As administrators, become more secure and comfort-
able with Humanistic Education.
a. to effect teachers' security and comfort.
b. to give teachers' confidence in our abilities
to be leaders in the Humanistic Education
program.
7. Investigate strength training as a possible model to
ward improving teacher performance.
8. Examine techniques in observing.
I hope I have accurately recapitulated the items on this list
APPENDIX D
SAMPLE ADMINISTRATIVE SEMINAR MEMORANDUM
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TO: All Administrators
FROM: Dorie Shallcross
DATE: December 14, 1973
RE: (1) Leadership Weekend Workshop
(2) Bob Sinclair on January 17,
with Ken Blanchard
1974
1. All members of our Administrators’ Seminar group
have responded favorably to attending Ken's workshop which
will be conducted at Shadowbrook (formerly a Jesuit seminary,
beautiful accommodations and surroundings) in Lenox, Mass.
Anywhere from 150 to 300 administrators from all
over the country (and Canada) usually attend these workshops.
Many come, as we will, with their administrative staffs as
task groups. It suits our purposes perfectly.
The workshops are being offered on two weekends:
March 22-24
April 26-28
They run from Friday evening to early Sunday afternoon.
I’d like to make the suggestion that we attend the
one in March. That will give us more time to use what we
gain in the workshop toward meeting the goals we've set for
the year. Please let me know if that is not an agreeable
choice
.
2. Dr. Robert Sinclair will conduct our January 17, 1974
seminar session. Bob is a professor at the University of
Massachusetts, a curriculum theorist, and enjoys national re-
known for his work in setting the climatic conditions in class-
rooms to maximize the learning experience. He is considered
an authority on humanistic teacher behavior and humanistic
supervisory behavior. And besides, he's a very nice guy.
APPENDIX E
SAMPLE ADMINISTRATIVE SEMINAR MEMORANDUM
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May 2
,
1974
TO: Principals
FROM: Dorie
RE: Our joint classroom observations
So that we hav
we observe classes
can be considered.
e a common basis from which to work when
together, the following general categories
Confirming Teacher Behaviors
1. Recognizes the existence of the other person - treats the
other person as a subject, not an object.
2. Does not put words into students' mouths - the extent to
which the teacher accepts totally what a student says.
3. Is open about own feelings - the extent to which the
teacher discloses his/her own affect.
4. Sustains relevance in two-way communications - staying
connected with what has been said.
. These are general categories. We shall be looking for
specific behaviors that support any or all of the above.
APPENDIX F
HUMANISTIC EDUCATION LEADERSHIP
SEMINAR SESSION II
1
160
Doris Shallcros!
HUMANISTIC EDUCATION LEADERSHIP SEMINAR
SESSION VI
List own expectations of this seminar.
Despite restrictions
.
. .
a. seminar imposed upon you
b. perhaps here against your will
c. taking time away from other responsibilities
d. etc.
. . . what might you get for yourself from the seminar'
PERSONALLY PROFESSIONALLY
1
. 1 .
2
. 2 .
3
. 3 .
4 . 4 .
5
. 5 .
Share with one other person.
Individually brainstorm how you could sabotage (damage
destroy) for yourself the lists you generated.
Facilitator model own lists and sabotages.
Share with one other person.
Driving
Forces
Restraining
Forces
What are the driving and restraining forces toward des
ing an effective evaluation instrument lor Humanistic
t ion?
ign-
Educa-
161 4
-2- Doris Shallcross
8. Share with one other person.
a. One person talks at a time each has turn.
b. Time limits imposed.
c. Second person is listener, clarifyer, non- judgmental
.
9. Identifying needs of participants in seminar. For example:
a. Look at what is effective teaching generally.
b. Then, look at what is specifically related to teaching
Humanistic Education effectively.
c. A felt knowledge of Humanistic Education behaviors and
skills
.
d. When Humanistic Education skills are not approDriate.
e. The tangible outcomes of effective Humanistic Education
teaching (the behavioral products of this intervention)
such as
1. attendance
2. interview with kids
3. number of referrals to psychologist, social workers,
principal
f. The intangible outcomes, the more subtle behaviors,
1
.
e
. ,
attitudes
.
g. What other needs?
1
.
_
2
.
3.
4.
5
.
10. From original seminar expectations, what can be foresee as
final "product" of our working together?a
162
Doris Shallcross
a. Facilitator will translate participants' expecta-
tions into possible end product.
b. Develop PERT chart for same (using participants'
expectations as direction toward final product,
places responsibility for seminar's effectiveness
on them.
APPENDIX G
HUMANISTIC EDUCATION LEADERSHIP
SEMINAR SESSION #3
D. Shall cross
Administrative
Session
Seminar in Humanistic Education
II 3 with Jerry Weinstein
Supervisor Behaviors
A. Never mention something that was weak unless you
first mention something that was strong.
1. Ratio of three validations to one construc-
tive criticism.
2. Host negative criticism is internal, there-
fore, the need for external validation.
3. Your criticism of me is valid when I feel you
have respect for me.
B. Wear "That Teacher Is Not Too Different From Me"
glasses
.
C. Be aware of what glasses you're wearing.
Evaluating Teaching Performance
A. To what extent are the selves being validated in the
classroom?
B. To what extent are the students feeling a sense of
self-worth?
C. To what extent are tools used to cognitively process
experiences?
Tools: ex. The language of Transactional Analysis.
"Parent , " Adult," Child" are defined ego states within
each of us that work for or against us in different
transactions. Therefore, experimenting with labeling
the P-A-C--one ' s internal states--is an example. of
using a tool. A Humanistic Education exercise. is
merely a vehicle— a means—of providing a jumping off
place toward awareness of our internal states and
whether they are functioning for us beneficially or
detrimentally -
E + 0 = M
Experience + Organizer = Meaning
(exercise) (tool) (internalization)
165
III. Teacher Needs
A. A teacher must have some commitment to his/her own
sell
-knowledge
. Implication is on-going training
in personal growth.
B. Human relations training.
1. Know climate.
2. Basic classroom management.
C. Instruction in special processes in affective educa-
tion. Implication is on-going training in professional
growth.
IV
. Establishing Norms for Working with Teachers
A. Overall: Each teacher working at own comfort level.
B. Stages of Development:
1. Effective classroom management.
2. Humane Classroom Climate.
3. Humanistic Education Curriculum.
Note: Example of Humane Classroom Climate are
(1) clarity of expectations, (2) direct-
ness in dealing with kids, (3) evidence
of validation.
C. Evaluation on a continuum: teacher and evaluator
agree on placement.
- One way to arrive at what should be evaluated is
to come up with five minimal humanistic teacher
behaviors that kids should be exposed to. Example:
deferring judgment on kid’s opinion.
APPENDIX H
TEACHER
USED BY
EVALUATION FORM
SAMPLE IN STUDY
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TEACHER EVALUATION FORM
MAJOR GOALS: 1. Good physical and mental health. 2. Citizenship
denend T’ 8elf '^ iscipUne . 3. Interrelations!^ and in^er-
5
P
Critics?
m
T ln SOClety ' 4 - Awareness of the learning process,
the his 1
thinking leading to synthesis of ideas atghest level of cognitive thinking, and thus effective decisionmaking m the framework of the democratic process. 6. Expression of
“**•
?•
,
L“™ing appropriate to the pupil's UlrZs L
worth of life*
^ dl8nity aS an lndlvld ual and recognition of the
Teacher Subj ect Date
Time: from to Period Observer
With the above goals in mind, state your present long-ternT objectives?
-
*
State your objectives for this class.
Observations of Learning Opportunities:
Within five school days, the instructor is required to contact the
evaluator for a meeting to present the evaluative instrument for and
the results of the above learning opportunities.
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Recommendations:
Observer’s Signature
Instructor's Signature
Date_
Date
Teacher's Comment (if any)
White - Supt. Copy Pink - Evaluator Copy Yellow - Teacher Copy

